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PREFACE

This book was developed in response to the concern expressed by the B.C, Native
Education_Advfspry Committee of the Canada Employment and Immigration Committee
(CEIC) fok'the thousands of native adults in B.C. whose literacy level is below
Grade 5 and who were therefore ine1igib1é for B.T.S.D. Level 1I-IV courses.
Although Canadian figures are far less complete than those for the U.S., they
suggest that approximately two-thirds of .all1 Canadian Indians over the age of
fifteen and out of school have 1ess~than a- Grade 9 e~ducation. This figure is
about two-and-one half times the national average (Thomas, 1980)., Statistics
indicate that approximately 83 per cent of all native Ystudents leave school
before reaching Garde 12 (Indian Conditions, A Survey, 1980). It was clear that
there was a need for material that is meaningful, not just to adults with low
literacy levels, but to Native adults at these levels -- material that will
provide native adults with the skills necessary to participate more fully and
effectively in both their home community and society at large. |

‘ ;.

A committee was established to prepare materials oriented toward the native adult
with minimum literacy skills., The committee was charged with the task of

5 deve1op1ng guidelines to provide, in addition to basic 11teracy materials,
materials directed toward the teaching of pre-employment skills and life skilis,.
computational skills, and native cultural awareness. The following factors had
to be considered. The more than 55,000 status Indians of B.C. are divided into
ten major language groups and approximately 30 cultural groups. Approximately 30
per cent of native people are now living. of f-reserve., (This figure has grown
from 16 per cent in 1960.) The mater‘al was to be applicable in both urban and
rural (on-reserve) situations, and directed toward students between a !
non-literate and Grade 5 literacy level.
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~ INTRODUCTION | . -

Ny

These curriculum guidelines reflect the belief that the best approach to '
education is "problem posing", and takes as its starting pdint the examination of
the prob]ems of ‘people in their relations with the wor]d. It goes on to ana]yze
the roots of those problems and develops ‘the skills and strateg1es necessary to
create solutions. ' It neither avoids the difficulties confronting native people
‘nor does it view these difficulties with hbpe]eSSneés and despair. Instead, it
views them as 1mportant,jssues and p(ob]ems to be examined and solved. ‘
This book, Native L1teracy and Life Sk1lls Curr1cu1um Gu1de11nes, is based on the
philosophy that the most effect1ve programs . are those that grow from ghe

experiences of the students “and reflects the" rea11t1es ‘of -their-communities. - The s

language-experience approach advocated in these gu1de11nes is at the heart of
this philosophy. .

The purposes of these guidelines are a$ follows:

L3

o to provide research material and other material relevant to a flative basic
literacy and life skills program; ‘

o to provide learning objectives in the areas of basic literacy, breiemployment,
computation, and cultural studies; | '

"0 to present a flexible model for course design that can be used by irstructors
4 1

to develop a curriculum that is meaningful to their students dnd communities;

0 to provide sample teaching units that can be used by instructors and/or can
serve as a model for insgructors in developing their own teaching units; K

o to identify an array .of classroom resources appropriate for use in a basic

literacy course for native adults.

viii-




) N . \ '

'¥nstruetors are urged not to view the material as pres criptive,'butasimp1y as a -
tool to fac111tate the deve1opment of 4 basic literacy and life skills program
that will prgv1de native adu1t students with the skills needed to Tive as
competent, conf1d¢nt 1nd1vidua1s with~an enhanced sense of persona1 effncacy and -

+ self-esteem. » ' ' o .
. - . ‘ ’
Organization d.
The book is diwidedsinto three parts. ' . Y
- }r‘ . . o )
Part 1:* Understanding and Teach1ng Native Adu]ts, ic designed to prov1de ‘ //@

o 1nstructors with the background and understand1ng necessary for the successful
implementation of a native adult bas1c literacy course. In addition to an: .
overview of research on native education and a discussion of fanguage experience -/ h
as an approach to .instruction, it also prov1des 1earn1ng abjectives and teaching s
suggestions for each of the subject areas: basic 11teracy, pre- emp1oyment and

”»

life skills, computation, and native culture.

4

. L ]
Part 2: ThemesUnits, consistscef an introd&ttion outlining“the oﬁﬁanization and
se of theme units, and twelve sa?p1e theme un1ts.deve1oped for use in a native
adu1t bas1c 11teracy classroom. -These units can be used as is, modified by
instructors to meet specific needs, or used as a model -in developing un1ts of
1nstruct1on appropr1ate to the commun1ty and the needs of the students.

1nstructor chose to use a11 ‘or most of the units included, they cou1d for
substantial portion of a program but they are primarily designed to give
1nstructors an opportun1ty to establish themselves and try out the approach

' sugyested before being expected to develop their own materials.- Each theme unit
is cross-referenced to the learning obJect1ves in Part 1, and selected classroom
materials and references are provxded ‘with each theme unit.

R
! . v ‘5

Part 3: Resources, provides a wide range of classroom materials (including

eries and kits, novels, drama, poetry, and short stories and 1egends) for- use in
basic literacy courses for native adults, as well as instructional resources,
reference materials, and a list of publichers .d distributors.

iX
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o : RESEAhCH OM NATIVE EDUCATION

Effective Teaching Styles

Research into effective teaching styles for use with native ..udents is Jjust
beginning. Seveiai projects analyzing the different interactional patterns used
by native and non-native teachers are now underway, but earlier work suggests
that understanding the subtle “"interactional etiquette" of native cultures is
crucial in working effectively with native students. Based on their research
Erickson & Mohatt (1980) conclude that these :i’turaiiy different modes of-
interacting are remarkably persistent (despite more visible cultural changes) and
generaiizabie to the different groups of North American Indians.

“n

Phillips (1972), in examining interactional patterns in the schoo] and homes of
native cnildren on the Warm Springs reservation in Oregon, concluded that one
factor -- the school's tendency to place the control of participation and
activity in the hands of the teacher, to the exclusion of student input -
created a major incongruency between the home and the classroom. At school, the
1eader (the non-Indian teacher) attempted to control all activity, while in the
community such overt attempts to limit and direct others did not occur. Phillips
observed that the native students, faced with such an alien participation
structure, exhibited far more inapprOpriate behavior (e.g., siience or nervous
giggling) than did non-Indian students.
Other researchers have attempted to identifg further factors that create
cuiturai‘incongruity for the gndian student. ADumont (1972) concluded that, in
contrastftb the-non-native teacher, the native teacher '
h ' - P

g spent mare-time waiting for students to finish their. worky ¢

o Created a situation where social controi was shared between the teacher and-

student; - - . e

. o allowed for shared leadership in the classroom; and
o develvped a war,:r, more personal teaching style.




In an exhaustive piece of research conducted in Ontario, Erickson and Mohatt
analyzed classroom interaction between two e.perienced teachers, one Indian and
one non-Indian, and their classes of native children. They found that in working
‘more effectively with her students,jthe native teacher |

o provided mére small group work;

o shared social control with the students,

0 . accommodated the students' rates of beginning, doing, and f1nish1ng the1r|
work ; ' : ' \

o operated more slowly and smooﬂh1y, reflecting a sense of pucing that was

~ culturally based; |

o often responded to non-verbal requests for %e]p;

o moved around the room more.slowly, smoothly, and-with less "stop and 'go";

o in terms of classroom management, rarely singled out one student but
exerted control over the whole class at once;

o used fewer imperative commands; . ‘

o in classroom discourse, did not ask individual students to respon/ to .
qug;tions to avoid putting them in the spotlight; questions wnre directed
to the class as a whole; /

o avoided evaluating the correctness of a response and did not :xplicitly
correct or praise responses;

0 utilized rrythm as a classroom orgarizing device, and followed student
rhythm of movement and activity;

o accepted silent periods in the classroom;

0 exhibited longer pauses (six times as long -- three seconds -- as the
average North American teacher) after asking questions;

0 initiated the next phase of an activity without "readying" students, but
also allowed students to initiate interaction without waiting for the
teacher. ’




~

In a fascinating study of Alaskan teachers working with native students, Collier..
(1979) focussed primarily on the pace ("the rate of movements, actions, and
events Jin communications and interactions") and flow ("the interrelatedness of
the movements of peop1e who are interacting or attempting to interact") ot
teachers; the degree of cons1§iency between the teacher's and student's pace and
flow; and the results in terms of student behavior. He concluded that:

"o Non-native teachers established a fast pace, moving up to three times as
fast as native teachers. S |
o Non-native teachers were generaily given to quick, sharp; angular motions
as compared to the more rounded and relaxed movement of native teachers and
students.
o Native (Inu1t) teachers seemed to slow down in stressfu1 situations while
non-native teachers speeded up their pace.

o The pace of non-native teachers and native children appeared to be ,
independent of each other; there was little adjustment in pace between the
groups. '

o In non-native classes, activities were tightly scheduled so that re1ative1y
,short periods of time were allocated to each activity. Transitions were
clearly defined and sharp. 1In nat1ve c]assrooms, things took longer and
the transitions were less sugden and distinct |
o Non-native teachers were”brisk in helping individual students -- =7~
correcting, po1nt1ng things out, and leaving. Nat1ves vorked more slowly
‘with students, "helping, waiting, watching, he1p1ng again, waiting some .
" more". |
o The linear, quick movements of most non-native teachers were generally
unrelated to the students' movements, resu]ting in 1ittle flow. This lack
of synchronization Jed to reduced attention by the native students, mutual
¢ frustration, a lack of awareness by the students of each other as well as
of the teacher, and an apparent sense of isolation on the nart of the
| student. |
o Non-native teachers tended to reinforce this sense of icolation by
| emphasizing individual work and physically separating students from each
other.




0 With native teachers, there was a shared pace and flow between them and the
students. Movements were highly synchronized. People worked in close
promin ‘t>* to each other.

o Native teachers used few individual activities, and the pacing of -
activities was largely in student hands.

Collier makes this sum ary of hié findings.

In general, the Native pattern was one o?‘slowly pacéd
activities and movements carried on with a great deal of
interpersonal awareness and adjustments. This interplay of
movements created a sense of unity of people and purpose, a
current moving slowly but steadily toward ‘some distant
. destination. Most of the Anglo teachers, with their quick pace
P and. abrupt impersonal style cut across this current and left

h the students stranded in the class rooms like SO many p1eces of

driftwood on the shore...

Can non-native teachers learn to interact in native style? Collier doesn't think
50, but he concludes: "A teacher'properly sensitized to the existence of
differences might be able to structure classroom relationships and processes to
allow some mutua)l adjustments of differences."

One characteristic of the effective classroom suggested by these studies and

corroborated by other researchers (such as Scollon & Scollon, 1980) is the
formation of a consensus by teacher and students about how the classroom should
be operated. Arbess (1981) says: "The key to successful negotiation (cof
classroom environment) is the mutual respect between teacher and student that
never assumes that the teacher should be allowed to make only his/her sense of
the situation stick. Native children are accustomed to this deep respect for
individual human differences and such negotiation is one of the qualities of the
successful teacher of the native student.” '

Kleinfeld (1975) examined teachers of Athabaskan Indian and Inuit secondary
students in Alaska. Her research produced some of the most specific observations
of the differences between effective and ineffective teachers of native students,
regardless of the teacher's race, and her conclusions deserve detailed
examination.




Basically, she concluded that the most effective teachers were those who

demonstrated personal warmth and active demandingness. In the first instance,

she classified teachers as being either personally warm or professionally distant

and then, based on extensive observation, concluded that: “Those teachers who ‘

were successful (with Indian and Inuit students) tended to create relationships .
of intense personal warmth." .

She went further to analyze precisely how these teachers conveyed this personal
warmth and concluded that they did it two ways.

. They develuped friendships with students outside of class, and thus
capitalized on the tendency of .Indian students to see learning as an
interperéona1 process, rather than an impersonal task. |

2. They communicated warmth and caring through non-verbal cues, such as:

(a) Smiling. - Kleinfeld concluded that smiling had special meaning to native
students as it indicated a "safe" person -- important in small, isolated
communities. It also communicated warmth and approachability.

(b) Close body distance. This was again a function of learning as a
“personal transaction” rather than a formal one and a preference for
closer personal distance among many Indian cultures. o

(c) Touching. This was a function of the Indian tendency to “engagemin a
high level of bodily contact" to express warmth ‘and acceptance.

The second factbr she'identified; active demandingness, was contrasted with
passive understanding. She observed that more effective teachers "clearly
presented and pressed for a high level of academic work." She concluded that
active demandingness worked for three reasons:




1.

2.

3.

Students with low self-concepts underestimate what they cam do, and therefare,
for them to realize their potential, "the teacher must demand more of them
than what they think they are capable of."

To place reasonable bui definite demands on students suggests that the teacher
believes in the validity of what he or she is teaching; the teacher is not
racked by cohfusion_or indecision over what is being taught and its
appropriateness, and is able to put his or her energies into teaching.

Trying to avoid learning situations that have proven stressful and painful in
the past, Indian students may adopt shy, withdrawn behavior. “Creative
nagging" disallows this withdrawal.

'How does a teacher effectively 1ntegrate persona]\warmth and active

demandingness? Kleinfeld gives some specific poinkers for implementing the two
techniques.

o Active demandingnest must be accompanied by personal warmth. Wher it is,
and only when it is, demandingness is seen das ong\more indication of the
teacher's personal concern for the student.

o Demands cannot be made beyond the student's capacities.

d Effective teachers become demanding only after establishing rapport.
Otherwise demandingness is seen as being belittling or bossy. This means
that considerable time, especially at the beginning of the year, is spent
in developing good interpersonal relations and a reiaxed classroom
atmosphere. | |

o Teachers are highly supportive of all attempts that students make.

o Demands are accompanied bj warm- smiles, teasing, and other forms of
emotional support.
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o "Creative nagging" -- continuous but good-natured pressure -- is used
rather than confrontation and criticism.

o Even the most minor forms of direct criticism are avoided. Indian students

may be particu]ar]y sensitive to'verba1 criticism for a number of reasons.

One of these may be that in many native cultures, criticism was transmitted
through subtle, non-verbal messages. Instead of overt criticism,
successful teachers employ a variety of other techniques such as: '\\

AT

- gonstructing impersonalized situations; AN

- using penetrating, direct stares (and avoiding such stares where \\\\

criticism is not intended, as the steady gaze that signals interest in
European cultures indicates reproachaand'criticjsm in many native
cultures); '
. - joking and placing Criticism in a teasing context that reduces the
~ seriousness of the rebuke, |

A final note on teaching styles relates to classroom participation structures
that produce relatively high or low native student involvement. Phillips, cited
in Arbess (1981), identified the following participation structures.

o Teacher interacts with all studeﬁts or a single student in the presence of
the res. Verbal participation is either voluntary or compulsory and the

teacher controls the situation.

o Teacher interacts with only some students (e.g., reading groups) and
participation is mandatory. '

o Al students work independently, with the teacher available for
student-initiated verbal interagtion. \

o Students are divided into self-run small group projects.

14




Philips concludes that the participation and involvement of native students
increase as we move from the first structure to the fourth but the frequency of
use in the classroom is in the ®xact reverse order. Philips' observation, that
small group work is a most effective pedagogical approach with native children,
is further supported by Barnhardt, whose work will be examined more fully later
in this chapter. * |

-.Before leaving this section, a note of caution should be included. The students
you will be working with will be from a wide var1ety of native cultural
backgrounds and will vary significantly in degrees‘of accul turation and, of
course, will have individual differences. Theré is a dangef that teachers will
seize on anthropological or educational research and try to apply it'rigidly.

- This can lead to stereotyping and conflict. As Arbess puts it: "The problem is
that they (teachers) do not verify their assumptions arising from anthropology
and education texts with the actual (students) he/she interacts with ... Teachers
should, through the process of negotiating to create consensus ..., be able to
draw out @ common core of values which become part of the dynamic culture of the
classroom. In this way common values emerge, which arise from the culturil
diversity to be found in real (students) and their teachers and from the specific
situationa1 needs of the classroom and community.”

“principles of a Good Cross-Cultural Curriculum
In his examina*‘on of the needs of small high schools serving native populations
in Alaska, Bainhardt (1979) states tilat schools operating in tha cross-cultural

context should he doing the following.

o They should prépare students to~cope with varied and changing patterns of
cultural behavior, attitudes, and beliefs.

o They should seek to enhénce the integrity of thertota1ity of the student's
1ife experiences, ‘

20
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__cultural processes are ongoing phenomena that néed to be understood and addressed -

_ the opening of the new provincial museum in Victoria. After a few hours he was

o They should provide skills that are not bound by time and setting, so that
students "can go anywhere they want to go".

'\ o They should incorporate local peop]e'and resources and draw on the local
~environment whenever - and wherever pqssib]e.

0 They should remain fiexible and adaptivé to accommodate the varied and
changing conditions in which students live.

We feel that these principles apply to a native-adult program as well, and they
further support Barnhérdtfs contention that for local culture to be "seriously
regarded and supported," it must be "taken out of the formal context of the
school, which is designed to transmit a particular type of cultural behavior. and
placed in natural Community settings, in which local cultural patterns can be
learned and practised." ' ‘

At the core of creating and implementing a good cross-cultural curriculum is an
understanding of what culture is.  Though this concept will be treated more
formally in the chapter on Native Culture, a few comments are critical to this
discussion. "The important point," 3arnhardt’(1979) writes, "is that culture and

in their current everyday forms and practices, and not treated only as relics of
some past 1ife." One is reminded of the chief of an B.C. band who was invited to

nearly weeping. "This place treats us 1ike we're dead, as if we ceased to exist
80 years ago." (

L4

Eéhoing these points but also pointing out the need to Took at the non-material
aspects of culture -- aspects that, whi]e more subtle, are far more profound and-
resistant to change than‘mater1a1 dimensions -- Erickson and Mohatt comment:

\\\\\\ But it is prec%se1y because of the literal presence in everyday

1ife on the reserve of modern dress, cars, outboard motors,
\\\‘ television sets, and fluency in English that these:relatively
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subtle aspects of interactional etiquette are 1ikely to go
unrecognized by non-Indian teachers.... Ways of avoiding direct
commands and not putting people in the spotlight are not seen
as part of culture. Apparently, culture is traditional art,
beadwork, foods, 1anguage, tales from the point of view of
school authorities, curriculum developers and teachers,
non-Indian and Indian, for in teacher education courses, Indian
students learn that “"culture" is formal explicit patterning,
primarily producing artifacts and languages. The"idea that .
implicit, informal culture shapes people's ways of acting in
everyday life does not seem generally to be taught to teachers,
whether Indian or non-Indian. '

So, i1f culture is not some thing one teaches, but a subtle interplay ov values,
interactional patterns, and ways of viewing the world, how should a
cross-cultural curriculum be approached? Barnhardt (1981) gives us some
guidelines. h

First, he points out that the four basic dimensions of any formal educationa.
program are goals, content, structure, and method. Each must reinforce the other
“if the total educational experience is to be cumulative and integrative for the
student". Simply changing the content to'be more culturally relevant is not
likely to produce much positive change uniess the other dimensions are also
modified v reflect the cultural and community norms.‘f: |

Barnhardimiﬂgn ada;;;;éQWQHé tﬁoitrad{fion51‘§oa15 in‘relation to minorities:
cul tural assimilation (the historical model) and cultural pluralism (a more
recent reaction to the residential and public school push toward assimilation).

"As long as schools reflect the underlying cultural patterns of the dominant
society, they can be expected to perpetuate its values, attitudés and behavior
__pattern within an implicit framework of cultural assimilation.” Even if such
assimilation was desirable, he points out, the schools are ;éverely limited in
their ability to perform this function because of their inability “to adequately
respond to the differences in learning sty1e'assoc1ated with differences in
thought, communication and social interaction patterns oh the part of the
minority student.” Also, due to the importance of other social .astitutions
(e.g., the family and community), it cannot accomplish this goal alone.

- 10 -
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Cultural pluralism, a prOgram devofed to the maintenance of~the minority culture, f'
is similarly un]ike1y to be successful. It too ignores the acculturating
influences of other socia1 institutions (e.g., T.V., shopping malls) and relies
on the school structure, wh1ch may be at odds with the minority cu1ture as an
dcculturat1pg agent

’

Cul tural ec1ect1cism on the other hand, is an open-ended educational approach

- that vespects cultural d1versity and recognizes that students are products of
varied experiences and cultural _influences. It introduces students to the range
of options available so that “fhey themselves are able to exercise some degree of
. choice in their individual or gropp lifestyles and goals." It also assumes an
"evolutionary form of cultural diversity to be ‘attained through the informed
choice of individuals well grounded in the dynamics of human and cultural
interaction processes." ‘ ‘

This is not to say that local culture is ignored. On the ‘contrary, ‘1ocal
culture, traditional and contemporary, provides a background for investigating
the woirld, a basis from which other cultures, social 1nstitutions, and human
problems, can be examined. Local culture is cast, however, not as something
static or strict1y material (though this historical and material dimension is
1mportant in he1p1ng the student gain an enhanced self-concept and & better

understand1ng of contemporary conditions), but as a means of c0p1ng with and
adapting to changing conditions.

What would a culturally eclectic curriculum 1ook 1ike? What are the primary
features of such a curriculum? First, Barnhardt tells us that a conventional,
acaden ic, subject-oriented curriculum is “not necessarily appropriate for
organizing the reality of a minority student." This is because the way we
segment, classify, and perceive the world is highly cultural in'na:ure. Instead,
he says, "categories of learning should ... be tied to the experiences of the
student or they will not stimulate much interest or understanding." He goes on
to point out that even culturally oriented subJects such as native studies or
bilingual education can fail because “the content is still cast in the structural
and processural framework of the school.

]
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Barnhardt concludes that the an;wer'is a process-oriented curriculum, that -sees
content as a means to'deve1op1ng the sk111s;that really matter -- "how to thinké
‘communicate, organize, make decisions, solve problems, assign pi.orities and most
of all, learn." He also points out that such a curriculum is less culture bound
as it is less attached to conventional concepts'of knoQ]edge and its
“classification, and to the school structure itself. It can be rgadily adapted to
minority culture realities and situations, ard the content can be built-around
the processes themselves. He 1deht1f1es four characteristics of a successful -
cross-cultural curriculum.
. ’ _ ' 9
o Project centred. "In a project approach, content is not considered in an
isolated context but is assessed in terms of its functional contribution to '
the solution of the problem or task at hand." Projects can blend the
vacademic fun rions of the school with the cultural patterns of the
community." |

o Community based. "The skills most effectively léarned in a school context are
those required to continue school learning and to function in “an-.academic
career. Process sk111s_requ1reﬁ to function in daily life outside the school
setting can be most effectively learned and practised in a broader community
context." ; ‘ |

o Group learning. "Through group learning experiences, students are able to
build and solidify their own identities and acquire skills and attitudes
necessary to function as contributing members of other social groups."

o Experiential learning. “Experient1a1.lgarning focusses on real-life
phenomena, provides contiﬁuity between community and school experiences,
allows for concommitant learning, and is judged on the basis of conduct and
action rather than test scores."”

of
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Native Indian Learning Styles -

Any discussion of cultural learning styles is fraught with danger because of the
tendency toward stereotyping. No cultural patterns of behavior are absolute, and
indeed, a wide variety of learning styles has been identified for the population
at 1arge most of which seem to stem from individaal differences rather than
cultural ones. When addressing native Indian cu1tura1 characteristics, one is
faced by "the additional complications of the cultural diversity among native

. people themselves (it is estimated that there were more than 2000 native
1anguages in North and South America at the'time of European contact) and the
more contemporary jssue of acculturation. At best, the conclusions here can be -
viewed as tendencies and, as discussed in the section on teaching sty1es must be
vgr1f1e§“by the te cher through. interaction with his or her students.
Nonethe1ess, some identification of the k1nds of differences the teacher may
encounter in working with native students can be helpful for two reasons: (1) it
can *sensitize teachers to the fact that they may be working with students with
learning styles and world views quite different from their own -- differences
that have to be understcod, verified and accommodated; and (2) it can provide

" teachers with a basis for approaching their students that appears consistent with
research on general native learning patterns.. Based on their experiences, of
“course, teachers may abandon or odify thesé approaches as they gain greater
insight into their particular situation.

The accompany‘ng Chart, 'adapted from Hawthorne's (1967) major work on Canadian
Indians, provides some useful (if somewhat simplistic) glimpses into aspects of
Ind1an and non-Indian characteristics that may impinge upon the classroom.
Please keep in mind that these are merely tendencies and that there are many
exceptions in both columns. While they may be somewhat arbitrary, the
differences described by Hawthrone are largely supported by additional research
on learning styles.
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NATIVE INDIAN - NON-INDTAN ~

ATTITUDES TOWA“W - at age of mobility, child -~ child is watched.and
CHILD considered a person, ~ controlled by parents
throughout childhood
- ch11d free to explore h1s own |- exploration$ 11m1ted by
i environment parent .
. - limited stimulation and - constant interaction- with
“feedback from adults and feedback from .adults

- autonomous .

dependent

teacher- and
: ‘parent-centred. _
- exploratory forced >
- peer and personal reward teacher and- pdrent reward
system (intrinsic) dependent” (external)
- process-oriented (doing) product-oriented 1.,/

LEARNING STYLE |- child-centred

. (achieving) ./
- co-operative - compet1t1ve ' :
- independent "and autonorious ¢ - .dependent and controlled
TEACHING STYLE - concrete demonstration by - lecture and yeadiny by
| elders and experts . certificated professionals
- integrated with family, - separated from life and
o .| * community, aftl life ' community
- learning takes place in - learning takes place in
extended (natural) setting restricted setting
SANCTIONS FOR - permitted" to do things which |- urged to try things
L-ARNING interest him when he's considered appropriate for
SOV VU IPR S ..rea.dy,-_ h-_.v.'.w.-_,_m.,,..‘.,.._.:,._‘___ I _._._4 ._ﬁdev.e.] Opme'n'ta1""1‘9V91MWthher' -

interested or not
rewarded for ag;empt1ng
task®

time is factor: "see how

- seldom rewarded or puniéhed

- time 1s minor factor; child

. allowed to. take as much time fast you can get dressed
as necessary to get dressed |
. - not rewarded for "staying - urged to complete tasks -
i with" task undertaken
ROUTINES FOR - flexible and often - rigid
LEARNING non-existent
- meals served on demand, - meals served regularly,
bedtimes vary with sleepiness bedtimes are strictly
and fami]y activity adhered
- child's routine flexible, - child's routine formalized
variable, child-determined set by adults
4
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/
] NATIVE INDIAN _ . NUN-INDIAN ’
- DISCIPLINE - protective and loose: rarely | - often over-protective:
' is a child punished in a systematic discipline
systematic way rigidly administered
® - aye-graded expectations - age-graded behavior
, minimal, though may be demanded punishment for
. ridiculed for failure when . failure to comply with .
older o : ~adult expectations
- adult expectations of - adult expectations
- benavior mintmal extensive B
- autonomy allows him his own - few decisions are
decisiouns _ : permitted; adults control
most ‘routines
LANGUAGE - more non-verbal - more verbal communication o
. communication : :
- observant (less talkative) .| - participant (more

: : talkative) )

~ often speaks . non-standard - generably speaks standard 3
English dialect . : English dialect ' Vo

- more visually and orally - more print-oriented '

© oriented _ ' '

- rarely read to; few print - often read to; home has i
materials - : ~+variety of print

' materials . .
CONTENT "~ pragmatic . - deferred application |
: ’ - concrete - abstract :
- mastery of process - mastery of factual
: ; material
WORLD VIEW - cyclical (oral tradition) - - linear (print tradition)

- tribe and extended family as | - individual and nuclear
social base family as social base

- tolerance of individual - emphasis on compliance ‘and
differences : conformity

- cue*om and situational - rules and rigid morality
e.hics , '

- less emphasis on - greater emphasis on

materialism N material values

The preceding excerpts, adapted from A Survey of the Contemporary Indians of
Canada, edited by H.B. Hawthorne, are reproduced by permission of the Ministry of
Supply and Services Canada.

b
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One of the primdary learning-style factors that emerges from the litecature is the
native student's tendency to "learn by looking." This proclivity for visual
"rather than verbal learning is identified in the Stanford report (1968), which
also argues that learning -through oral language, stemming from the native
stor,-telling tradition, is a related learning preference. (See Styles of
Learning Among¥Amer1can Indians: An Qutline for Research.)

4

Citing several studies, Arbess (1981) concliudes that native children have
superior visual acuity than non-native students and that this trend actually
increases with age. Brooks, in a complex study of Stoney Indians outside of
Calgary (cited by Landon, 1981), discovered that native students displayed a
strong sense of spatial relationships. From this research, Brooks concluded that
"the classruom is likely to contain activities which for the teacher are verbal
tasks but for the native pupil are spatial or non-verbal tasks." Landon
summarized Brooks' findings in this way: "This study suggests that a field
independent cognitive sty1efenab1es white students to perform better than Indian
students in test situations requiring verbalization of concents learned, while
Indian students used a complex of conceptual skil” -, ncluding memory, in
surpassing white students in tasks requiring spatia. reasoningg"

!

Larson (1981) makes a similar point, suggesting that a source of confusion for
the native student is "that they must learn by verbal instruction and reading and
writing in the classroom, as opposed to the learning pattern of observation,
manipulation and experimentation taught out of school". Too often, this leads to
the student having only a verbal means of demonstrating eompetency. From this
evidence, we can assume that providing opportunities for students to both learn
and communicate their understanding non-verbally (e.g., through a thematic
collage, drama, art work a video tape, a group project, a model, or a song)
would predictably resuit in a more successful learning environment for native
students. ' ‘

These findings are consistent with the work reported in the teaching styles
section. Avoiding "spot lighting", recitation, or having students individually

-answer questions -- the basis for most classroom interaction -- is 1ikely"to ~— 77
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prove more effective with native students. Forcing the conventional approach

on native students produces the kind of behavior often reported by iastructors
when they say, for example, that students are "taciturn," "quiet," "less verbal,"
or "passive." "These Indian students," writes Larson, “talkative and active at
home, tend to withdraw to avoid the possibility of failure and punishment."

Consistency between the native student's learning style and the teaching style
emp1oyed by the teacher is a major factor in ensuring student comfort, -interest,
and success. As Larson summarizes:

Culturally determined learning styles are in direct conflict
with the style of learning faced by (native sutdents) upon
entering the school system. Learning in the home is couched in
values and attitudes not encouraged in the classroom. «.e
Indian children are accustomed to learning through observation,
manipulation, and experimentation, making their own choices on
when they interact with a new skill and when they are ready to
demonstrate their competency in the new skill. Their response
to the school and the teachers who remove the (students')
control of their learning and who insist on verbal interaction
for testing competency is to initially become :issive and
withdrawn followed by dropping out ... Or 10s.1g interest

al together.

2
2 4
#

A final word about learning styles should be included, and this relates to the
--1anguage-background -of -the-learner. - HhilewmostnofwthewstudentsmenteningwaMnaxjyem““mﬂ"z,m
literacy/1ife skills program will have English as their first language, the
"discourse system". a speaker uses may be rooted in native language patterns that
persist even after the language itself is lost.

Scollon and Scollon (1981) have looked extensively at the kinds of conflict that
can arise as & result of interethnic commurication differences. While they
examined only Athabaskan speakers, they suggest that similar differences, though
the specifics may change, also apply to other linguistic groups. They examine
four areas of discourse: presentation of self, distribution of talk, information
structure, and content organization.




The foiioning chart'identifies some of the misunderstandings and stereotyping
~ that have grown out of Athabaskan-English differences. The explanation of each

of the four discourse areas helps to illustrate how these misunderstandings
arose.

What's confusing to English What's confusing to Athabaskans
speakers about Athabaskans - about English speakers ,
They do not speak. They talk too much. .
They koep silent. They always talk first. -
They -avoid situations of talking. - They taik to strangers or people
they don' t know.
They only want to talk to close
acquaintances. - They think they can predict the

! future.
|They play down their own abilities.

, They brag about themselves.
{They act as if they expect things to

|be given to them. They don't help peopie ‘even when
_ they can.
They deny -planning.

They always talk about what's going

They avoid direct questions. - to happen later.

They never, start a conversation. - They ask .too many questions.

They talk off the topic. They aiways interrupt.

They never say. anything about . They oniy talk about what they are .

{themse}ves- - - - f - interested-in.— B e

hey are slow to take a turn in The{ don't .give others a chance to

atking. ' talk

hey ask questions in unusual . They are always getting excited when
Jaces. ) they talk.

They talk with a flat tone of They aren 't careful when they talk

vpice. about things or people.

They are too indirect, inexplicit.

They don't make sense.

They Qust leave without saying

The preceding material, by Ron and Suzanne B.K. Scollon, is from Narrative ,
Literacy and Face in Interethnic Communication. Norwood, NJ: Ab1EXPUSTIShing
CdgﬁoFatioﬁT‘aﬁa‘i§'FEEFTﬁt§o’ﬁﬁ?é"ﬁffﬁ'ﬁé?mT§sion. - L e
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Presentation 6f Self. The first factor leading to misunderstanding is

__he has been interrupted, while the non-native wonders why the Athabaskan can't .

“element examined was leave-taking. For a variety of reasons relating to his

taciturnity and volubility. For the Athabaskan, volubility occurs only with
those who are well-known and trusted, while the situation is reversed for the
English speaker. Another factor that causes problems is-dominance. Each cul ture
has specific expectations for exhibiting subordinate or superordinate roles but.
these roles conflict, making members of the Opposite group appear bossy,
withdrawn, incompetent, aggressive, or closed when actually they are simply
following their culturally appropriate behaQior. ‘Athabaskans are reluctant to
present themselves in glowing terms or to predict good fortune, and often see
English speakers as boastful. The English speaker may come to conclude that the
Athabaskan is unsure of himself, aimless, and withdrawn, while, by the
Athabaskan, the English speaker is seen as far too talkative, careless of his
luck, and boastful. ’

\Distribution of Talk. The Athabaskan almost always allows the English speaker to

initiate the conversation, shifting control of the topic to the English speaker.
In this way, the native feels his concerns are never discussed and that the
Ehg1ish speaker is egocentric. Because Athabaskans allow a slightly longer pause
between sentences, non-natives often conclude that the.native speaker has
completed his statement and break in with their point of view.. The Indian feels

speak in complete thoughts. Another factor is that non-natives expect dialogue
-- a relatively balanced exchange -- while the Athabaskan accepts the idea that
the speaker wi,1 take as much time as necessary to develop his ideas. A final

re]uctance to speak of the future, the Athabaskan avoids formal leave-taking

that is designed to summarize the conversation and prepare for future discussion.
This makes the non-native feel that the conversation has been ended abruptly and
that it has been unsatisfactory.

Information Structure. Whereas in English we stress certain words for effect

(for example, using .tone of voice to express surprise), in Ainabaskan a special
word or suffix is used while the tone of voice remains the same. Pauses are
widely employed by Athabaskans to emphaSiie'an”impdrtant'phrase."TheSé can be
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misinterpreted by the non-native as meaning the speaker is finished. Another
example is the tendency of Athabaskan speakers to raise the last syllatle of a
subordinate clause and then pause'between the two clauses. ThelEnglish speaker
hears this as a question and attempts to Snswer, which leads to morz: mutual
stereotyping and misunderstanding.

’ ]

Content Organization. Because explicitness in some areas is viewed as

inappropriate by Athabaskans, direct questions can be seen as impolite and can
lead to evasion. -For example, because Athabaskans feel uncomfortable presehting
themselves too positively, a direct question about some accomplishment may be
seen as an invitation to boast and will be avoided. Another interesting factor
is that European stories and accounts tend to be oryanized in themes of three
parts, while Athabaskan stories are organized in four. '
The purpose of this discussion is not to sufigest that all native adults
encountered in the classroom will demonstrate these specific communication
characteristics. The point is simply to sensitize you to the fact that your
students may be entering your classrbom with deep-seated “"discourse patterns”
quite different from your own. By observing and verifying, you should be in a
betteir position to accommodaté those patterns and to-avoid the kinds of
communication breakdowns and misunderstandings that too often spoil
cross-cultural interactions.

Working wich Native Adults

Most of the preceding research is based on work with native-Indian children;
very little has Deen‘done specifically on teaching the native adult. This
section will look a4t a few reports that have attempted to grapple with the
special problems of native adult learners and will provide some excerpts of
research relevant to adult education in general. '




Nada Waite (1971), in her Saskatchewan proposal for an adult literacy'program
aimed primarily at native people, draws attention to thie kinds of worries that

" concern adult learners, such as: Can I learn? Will I appear stupid or

ridiculous?  What if my child in Grade 1 learns more quickly than I do? How

can I sit st111 at a desk all day? when people see me go to class, will they

know I can't read or write? Won't I feel out of place going to school at my
age? '

By being sensitive to these concerns, the instructor can dea] with them as they
emerge and -build an instructional program that helps alleviate some of *he fears.
Waite suggests.the following principles for working effectively with native
adults and building such a program.

o Recognize the student's adulthood.
- Student-teacher relations should be based on equality.
- Classroom “contro]“ should allow freedom of movement, speecn, c.
- Materials should be adult in interest, content, and appearance, and adult
techniques of learning should be utilized.

o Build in early success to prove to students their own ability to learn.

o Use praise and other means of recognizing progress.

o The student should have a commitment to more than himself ur herself (e.g.,
family).

o 'The instructor should demonstrate personal interest and friendliness.

o Provide many indications that literacy is useful and that it is a source of
satisfaction. '
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o What is being learned should be personally relevant: to- the student.
- Examples; concepts, pictures, etc. should be within the students' reaim
of experience. ‘
- The content should appear useful and interesting by students' standards.
« Students should not be required to study what they already know.
. The reading material should make sense. |

0 Use a variety of reading materials.

o Avoid embarrassing the student. The student should have privacy as to his
~ or her grade level, mistakes, or lack of knowledge. '

o Provide an instructional environment that is different from the school
situation in which the student previously fa11ed to become 1literate.
(However, there is some evidence that adults, especially those wa“have
never attended school, fully expect their classes to be structured like a
"real school".)

0o Provide a goal and definite intermediate ‘objectives. The students must , }
have a sense of going somewhere, so they can have a sense of direction in ]
._learning,-can.measure.their. progress,and can.have.the.satisfaction-of oo

arriving at definite success points along the way.

Helen Redbird-Selam (Chatham and Re‘bird-Selam, 1972), a Cherokee educator, gives
us a general warning about being culturally insensitive in establishing adult
programs with native groups. She first cites an example of a yroup of
anthropologists that set out t. examine a remote South American tribe. After
thoroughly trodding on the mores and values of the local people, the locals
asserted one of their social beliefs -- an eye for an eye -- and killed one of
the researchers in retaliation. Redbird-Selam comments:

If you're an adult educator in the (U.S. or Canada) and insult: somebody's
value syste “ecause you're not aware of the cultural

dimensior ¢ that particular tribal grouping, a11 they'11 do to

you here 1s assassinate your program. .
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She goes on to offer some specific suggestions for avoid1ng such problems, and
they show considerab1e congruency with other research on native and adult
- learning.

o In giving directions, don't talk too long and reduce the number of
instructions. Native adults don't 1ike to be "talked at."

o Graph the learning to provide a clear "learning map" of where students are
going and how they're progressing.

ofThe teacher should be willing to approach the learner, as he or she may be
reluctant to come to the instructor.

o Be sensitive to non-verbal cues signalling the need for assistance or the
desire to discuss an .issue with the instructor.

o Be aware of sexual roles and attytudes (which may be quite conservative) 1n
the commuity, an4 how these might affect a co-educational c1ass.,

o Use poetry (and other arts activities such as dances, song, and drama) as a
-—__W_MAmT»means~ofminstnuctionwandufonestndentenutput,,MIhiswismconsis&gnteuj&nwxriQa1
. traditions.

o Don't give unnecessary instruction. Allow the student to determine those
areas in which he or she needsmassistance.

o Maintain consistency, especially between your words and your actions.

0 Relate to adult learners as equals; treat them as the adults they are. This
means being able to accept criticism as well as give it.

o -Curriculum and learning activities and projects should "come from the weys
; of the people and should make a contribution to the community."
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The following principles of adult learning were compiled by David Harrison for
the ABE English and Communications Curriculum Guide, and they comprise general
observtions, supported by cornsiderable research, about how and why adults seem to
. learn best. This 1ist is taken from Knox (1978) but similar principies are
listed by Kidd (1973), Dickinson (1973), and Brundage and Mackeracher {1980).

1. Performance: Adult learning usually entails change and integration of
knowledge, skills, and attitudes to produce improved performance. Adults
typically engage in a continuing education activity, because they want to use -
what they learn soon after they learn it.’ | .

2. Motivation: The educational goals, sources of encouragement, and barriers
oy that characterize an adult's 1ife space shape one's reasons for participation.
| Motives are multiple and varied in their specificity and in the extent to
which the learner is aware of them. Overly intense motivation becomes
anxiety, which interferes with learning. "

3. Meaning: Adult learning ir more effective when it entails an active |

search for meaning and discovery of relationships between current competence
and new learnings.

P T R R I L R S

4. Experience: An adult's experience influences one's approach and
effectiveness in a learning episode. Between 20 and 60 years of age, the
range of individual differences increases. Prior learning may fac111tate,
intarfere with, or be unrelated to new learnings. '

5. Learning Ability: Learning ability is relatively stable between 20 and 50
years of age, with a\gradua1 decline thereafter; abilities that are associated
with adult experience,\such as vocabulary, are best maintained and enhanced;
and the initially most able adults tend to increase their ability so that the
range in abilities increases with age. Adults with the greatest learning
ability tend to learn more rapidly and to more readily learn complex tasks.

- 24 .
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f. Memory: An adult's ability to remember information depends on the

10.

11.

12.

strength of the registration and on the factors operating to erase the
registration. The strength of registration depends on 1ntensity, frequency,
and importance to ghe learner. The factors that erase th« registration
include the passage of time and the activity that follows the exposure.
Recall is best under conditions that are similar to the original registration. -

Conditfon: An adult's ability to learn can be substantially reduced by

poor physical and mental health. Condition and health include both gradual
decline into old ége and temporary problems. The decline for older adults in
their ceiling capacjty of sensory input, especially vision and hearing, can
affect learning. Much can be corrected by glasses, better 111um1nat{on,
hearing aids, and sound amplification.

Pacing: Adults typically learn most effectively when they set their own
pace, when they take a break periodically, and when the distribution of
1earn1ng episodes is fitted to the content. Adults vary greatly in the speed
at which they learn best. Older learners tefd to reduce the speed of learning
and to give greater attention to accuracy.

,HCOmp1ex1ty -An adult typically learns best when the 1earn1ng task s

compl ex enough no; to be boring, but not so comp1ex that it is overwhe1m1ng

Content: The process of effective learning by adults varies with the
content or nature of the learning task. ’

\
Feedback: Adults learn more erfectively when they receive feedback _
regarding how well they are progressing. This app11es to learners of any
ages. Immediate feedback, recognition, and reward he1ps to shape and
reinforce riew learning. ;

Adjustment: Adults typically learn less well when they experience
substantial social or personal ma1adjustment When adults believe they can:
deal with a situation, it may represent a cha11enge, when they do not, it may.
be perceived as a threat.
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Factors Related t6 Successful Native Programs

~.

.

Based 6n research (Barnhardt, 1979} Carney; 1982, etc.) and field experience, the
fo]]owing are twelve factc . important to the successful impiementation of a

native adult program,
delivered in both urban and rural environments, an
where necessary, how each factor can be adapted to

?

Because native adult basic literacy programs will be

attempt has been made to show,
the local situation.

FACTOR RURAL (ON-RESERVE)

URBAN

COMMUNITY-BASED |-
LEARNING

Be accountable to the

community.

- Get the community involved in
operating program through the
education co-ordinator.

- Utilize local resources.

- - Make concrete contributic.

"~ to the community.

- Use the issues and problems
of the community as a basis
for study. &

- Have a, school without walls

where 1earn1ng activities

occur in the context of the
community.

- Develop close relationships
with other urban Indian
organizations.

- Remain accountable to an
Indian board of directors or
Indian advisors.

- Utilize guest speakers from
the urban Indian community.

- Take advantage of community

* activities and resources.

.| STUDENT-CENTRED. ..

. =~.Develop a. curriculum that utilizes the = - i

CURRICULUM

experiences, background, values, strengths,
and interests of the students. This

- could involve language experience, projects,

newpapers, student-initiated exchanges,
etc. \

NATIVE CULTURE
BUILT INTO -
CURRICULUM

Use native culture (contemnorary and
traditional) and reality at the centre
of all subjects and activities.

o

- Include local cultural
studies and a local language
component.,

- Discuss local_issues (e.g.,
, land claims).

- Include material culture
and native history
component on a pan-Indian
framework.

- Deal with political and

social issues on a national| ™

or provincial basis.

—— 26 =
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FACTOR | -

RURAL (ON-RESERVE) _ ° URBAN

ACTIVITY-ORIENTED
LEARNING

- Use exper1ent1a1 learning such as field
trips,’ speakers, simulation games,
structured experiences, and community
projects.

"DIALOGICAL"
RELATIONSHIP
BETWEEN STUDENT
AND INSTRUCTOR

3

<

-.The instructor becomes more of a
facilitator and co-learner. Paulo Freire:
"Education that results in confident,
efficacious 'subjects’' results from
diatogue, from the interaction of
equals striving to better understand

" themselves and their re]at1onsh1p with

the1r wor]d.

NATIVE PERSONNEL
AND INVOLVEMENT

"

- Invite local elders, band
councillors, and
administrators to speak.

- Arrange "appglentice”
“positions with the band staff

4

and

Invite local hunters,
carvers, and other -artisans
to speak and/or give
demonstrations.

directors. .

- Have Indian guest

~ speakers. 8

- Arranye training programs

~ for native people in
clerical and education .
skills.,

WOrkers.

- Invd]ve an Indian toard of

- Use native teachers and native teacher
aides.

MAXIMUM STUDENT
INPUT AND CHOICE

- Have students contribute
their experiences.

'-nHave the c]ass structure and operation

negotiated between the teacher and students.

- Stress group interaction and dynamic.

- Use a flexible, largely student determined
timetable.

- Use student-initiated, designed, and
conducted projects, field trips, activities,
etc.

- Have management problems dealt with by the
group.

- Give ctudents a choice of mater1als and
components.

" - Have a student adviosry counc11.

- Have_students contribute

and perspectives.

‘various cultural materials

- 27 -




FACTOR RURAL (ON-RESERVE) 5 URBAN
RELEVANT ‘- In all subject areas, select materials to
MATERIALS AND be relevant to students' experiences,
CONTENT background, and concerns.

- Use activities designed to permit students
to become involved in learning that has
meaning to them.

RECOGNITION OF
ADULT ROLES

- Understand students' time demands.

- Recognize family responsib111t1es and
complications. .

- Utilize research on adult learners.

- Recognize and use students' 1ife

experience.
- Hold family gatherings.

DE-EMPHASIS ON
ACADEMIC

STRATIF ICATION
AND COMPETITION

- Family grouping situatfoni— — - -
- Use non-competitive drading.

.« Evaluate on the basis of non-verbal

evidence of competence as well as .
verbal or written.

- Emphasize process over product ~
through group projects and activities.

- Individualize expectations.

- Make continuous progress. -

UTILIZE RESEARCH

ON EFFECTIVE
TEACHING STYLES?

|AND_NATIVE .. .

LEARNING STYLES

- Show pversonal warmth and active
demandingness. '

- Show sensitivity to culturally based
..communication and interaction patterns.

1" - Develop a classroom "“culture" through dieioéue

and consensus.

- Accommodate native learning patterns.

- Show sensitivity to cultural differences
that might intervene in the classroonm.

" INFORMAL"

INSTRUCTIONAL =

APPROACH .

» The teacher becomes a facilitator and
co-1earner.

- Use peer-teaching methods.

- Accept your role as counsellor as well as
instructor.

- Make extensive use of group discussion and
interaction. .

- Make use of activities games, projects,
etc.
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BASIC LITERACY

What §s Functional Literacy?

There are a number of ways to define functional’ literacy. One that is often used
in gathering statistics is the completion of Grade 8 or 9. The problem with this
definition, however, is that many adults who have completed this level of
~schooling function at a lower level and are not able to meet their daily literacy
needs, while others who have not completed Grade 8 or 9 are functioning at or
abdQé this level.

A second method is based on ‘the results of testing for grade level, with Grade 8
or Y beiny defined as functional 11teracy. .The problems with using this’
definition are that standardized tests can be culturally biased; the results can
vary from test to test; and, they often test primarily how we]] the student will
succeed in a school setting or as a standgrd1zed test-taker. While many tests
give more information than just grade 1eve1, tests that come up with a general

grade level do 11tt1e to help in diagnosing the specific strengths and weaknesses
of the students or in planning a learning program for them. Most standardized
tests evaluate how well péople take tests, not how well they are able to use
literacy skills in their lives.

A third approach to defining functional literacy begins from the students' point
of view -- their personal needs and goals, which define the skills required to
enable them to become independent, functionally 11terate people. Adults know if
they have the skills to meet their daily needs, and different people require
different skills. For example, a homemaker may need to prepare grocery lists,
read recipes, read the mail, read directions and labels, or read for pleasure; a
small business owner will need more knowledge of formal and legal language; a

person 1nterested in secretarial work needs an excellent cormand of yrammar and
spell1ng, and -a p -~son interested in pursuing further education needs to have
good test-taking skills. Therefore, learning about an-adult's goals and needs

and determining how capable that person is of meeting them are the keys to
establishing whether or not that person is literate in their life.

- 31 -
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There are few statistics on native adult literacy, but the figures we do have
show us that approximately one-third of the people in Canada need more skills to
be functionally literate in their lives, and that the functional literacy rate of
the Canadian native Indian is considerably lower than that of the general r

- population.

In working with native adults, 't is important to consider that their interests
and needs will be shaped by t-eir environment, on the reserve or in an urban
situation. It is _also important to consider that the learning style of a native
adult might vary from that of a non-Indian adult. The chapter “Research on
Native Education" covers this consideration.

It is important to remember that the content of even the most basic material used
in teaching literacy should be real and relevant to the student, and that’
literacy skills aré:too1s to be used by people in shaping their own worid, and
are not an end in themselves. '

Adults as Learners

Functionally illiterate adults do not fit any neat stereotypes. There are'mény '
reasons why people don't learn to read and write with fluency. The things that
the students in a literacy class will share are a desire to increase their level
of 1iteracy and ¢ life-time of experiences, not that they.are dumb or unskilled.
In fact, many of these students may be very skilled. Afte?\g11, it takes skill’
to get by in a print-oriented society when printed material doesn't communicate
very much to you.

Adult learners differ from child learners in many ways. They bring a large
vocabulary with them; they may bring frustration and a lack of corfidence because
of "their" failure in reading and writing; and aside from being students, they
are busy people with daily concerns, pressures, and responsibilities. They are
students with a 1ife time of experience with spoken English, who are
goal-oriented and need to feel confident.
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"Adult learners may have a different learning style than child learners. The
adult rate of learning may be slow, but this does not mean they are less capable
of learning or that they are less intelligent; they may simply need a bit more
time and practice. Also, adults often have better-developed concepts of the
world around them than children. They usually learn in relation to these
concebts and sometimes have difficulty learning isolated facts that don't relate
to their lives. So it is important, once again, that the content of the
students' learning L. relevant to their 1ives.

Another thing to consider when working with adults is their physical condition.
Nutrition, sleep, and exercise affect our ability to learn at any age. Vision
and hearing.can change or deteriorate with age, and special care should be taken
to have them checked. The Jedrning environment should have good lighting and a
minimum of noise.

The following is a list of basic principles of instruction that take these
characteristics of adult learners into consideration. This is adapted from
uMcCreary.(1%67). , ' 'JY
L
o The learning material should be refevant and significant/to the learner.

o The materials should be diverse to meet the needs of diverse students and
"to reinforce learning concepts in more than one way.

o The learning should be active rather than passive, so the students feel
involved and necessary in the learning process.

o Students will enjoy the type of learning that lets them help and’
associate with others.

o Students will enjoy learning more when they are able to participate in
defining the content and evaluation of their learning.

o Adult students are goal-oriented and like to set concrete goals.
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o There should be freedom for the students.in the choice of curricular
emphasis, materials, -and activities. Controversial or even taboo issues
are often those most relevant and interesting to an adult. |

0o Adult students will enjoy discovering relationships and principles for
themselves. This places the teacher in a facilitative rather than a
~dictatorial position. o ‘

o Adult students will enjoy recognition and reinforcement from both
facilitator and peers. :

o Adults will learn best when they feel significant and needed.

o In developing reading skills, adults need repetition and to be able to
work at their own pace. ' '

o Adults will develop specific skills and learn isolated information best
when it is part of a larger concept that is meaningful to their lives.
Then they can transfer these specific skills to a useful situation.

Assessment

There are many types of tests available and many attitudes towards testing; and
in addressing literacy skills, reading, writing, and spelling all need to be
covered. Each of these skills is complex, and students will vary in their
command of them, '

One major step can be taken right from the beginning to clear up some of the
questions posed by assessment. First, it should be determined what'purpose
assessment is to serve and what information is wanted from the assessment.
Assessment should be a tool to help the facilitator and student understand the
student's strengths and weaknesses, a resource for p1dnn1ng the content and
direction of learning activities for the student and the entire class.
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Because the goal of a 11te¥acy curriculum is to bring'.the students closer to
functional literacy (in their own terms), standardized tests that result in a
grade level are not really useful. The first step in an assessment should be to
talk with the students about their needs and wants. Without this knowledge, it
is difficult to have a total picture of the student. Knowing the needs and wants
of a student can guide the facilitator to specific materials, interests, and

career goals. This part ot assessment should be relaxed and personal, and give

the student a feeling of involvement in the planning of his or her learning

structure. | '

Finding ou. about the needs and wants of students can be an individual or group

activity. The following are EEEE suggestions of questions you might ask your

students. You might need to suggest some possible answers to get *heir thoughts

.going.

o When do you feel frustrated about your reading ability? (e.g., when bills

~ come, when taking telephone messages, when notes come home with your
children from school, when notices are passed out at work, or when

signing -contracts)

o When do you wish you could write bettier? (e.g., when writing cheques,
when applying for jobs, or when writing letters to friends)

o What are your hobbies and interests?

o What do you do in your spare time?

0 What kinds.of jobs interest you?

o What kinds of things do you or wou]d‘you like to read?

o What kinds of things do you need to read?
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If this were a group activity, you could record all of the data on large pages of
newsprint, place them around the room, and have an interesting profile of the
class. On an individual basis, you could begin a file on each student and when
deciding on activities, use this information to ensure that activities are
“relevant and useful. This could also be used to measure fmprovement and
confidence. As time passes, students will become capable and confident in areas
where they initially felt need. Recalling these initial feelings with them will
"give them a chance to pat themselves on the back. -

If you begiﬁ assessment in this way, you will begin in a comfortable environment.
The entire assessment environment should be comfortable and the students should
understand why you are doing what you are doing. Explain the different.
assessments you do and shar: the results with your students. Knowing that the.
results are not meant to classify them, but rather to assist you in understand.ng
them and to help them understand themselves, can totally change students' =
attitudes towards testing. ~

Assessing Re + J Skills

There are many ways to go about assessing different reading skills, but the most
realistic way is to have the students read from interesting and relevant pieces
qf writing. The following assessment suggestions are just that -- suggestions.
The size of your class, the students' levels of literacy, your personality and
training, etc. will all affect the assessment you do and how you do it. The
following sources can provide a thorough reading assessment, not only initially,
but aiso on an ongoing basis.

The Adult Basic Literacy Assessment K1t uses a very flexible and informal
approach. The kit "assumes that reading is the process used to unlock meaning;
the meaning of the selectiuns is the concern of the included items. For that
reason you will find no items for assessing phonic or syllabication skills." The
kit is practical in its emphasis; it assesses skills individually (e.qg., the
ability to use context clues to identify unknown wo: Is, the ability to pronounce
unknown words, and the ability to find the main ideas). '




To order this assessment kit send $10.00 to the B.C. Minister of Finance at:

Publication Services Branch
Ministry of Education
Parliament Buildings
Victoria, B.C,

VOA 4Vl

The second source that suygests a personal and informal assessment is Herbert.
Kohl's book Reading, How To. There are some valuable points in-Kohl's approach.'
Rather than grade levels, he uses the levels “heginning”, “not bad", "with ease”,
and "complex". Kohl's approach assesses not only skills but confidence, speed,
‘stam1na, and reading strategy. In addition, the student and fac111tator will
have a.visual picture of tne student's progress.

The Reading Assessment Chart is an adapxation of Kohl's sudgestion for recording |
assessment. It is not rigid and final; you may want to add or delete skills.

The skills listed on the assessment chart are explained in the taxonomy of
reading skills that follows this section'on assessment. The only skill not
described in the taxonomy is understanding special languages. Many professions,
such as medicine, computer science, law, and agricuTture have a unique
vocabulary. Most people will not encounter these special 1anguages on a daily
basis, but there are occasions in everyone s 1ife when they are faced with legal"
1anguage such as in contracts, hospitals forms, loans, or leases.

The advantage of Kohl's appvoach is that the amount of information you and the
student will know can be an excellent tool for both of you. The disadvantage hay
be the time invo1ved in using this approach. However, with some preparation and
p]anninq, this approach won't take too much time -- and it won't waste the time
of the students while others are being assessed.

Kohl suggests that four téb1es be set up, with reading material at each level.
For example, the "beginning" table may have a set of flash cards containing sight
words and the a1phabet some beg1nn1ng -1evel books some simple crossword
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puzzles, advertisements, posters or street signs, a local map, cards with simple
sentences on them, and some 1oca1'pamph1ets from businesses that are familiar to
the studehts (e.g., bank, grocery store, or'major local employer. They may not
be able to read the entire brochure, but the names of such famiiiar places should
be sidht vocabulary.).

On the “not bad" table, you may have flash cards with more difficult sounds,
human interest stories from a local newspaper, magazines, job application forms,
| short stories by or about natives, and a book of poems by na'tive‘ poets.
On the "with ease" table you may have more difficult books by or about natives,
_history books, editorials and front page stories from the local newspaper,
' magazines, dictionaries, essays and speeches by native people, bills, business
letters, and novels. :

You may not need the "complex" table, but on it you might have legal forms,
documents, and more difficult reading materials of a wide variety.




0"

Once this is all assembled, ask the students to havé a look at the m;:é(1a1s, to
read what interests them, to decide which table feels most comfortable tb\them,.
to practise if they like, and to help each other and ask questions of each‘\\
other. As students feel ready, ask them to read aloud from a variety of th1n§§
‘on the table. To check the different types of comprehensicn, you will want to \
. follow up their reading with questions. Next to those sk111s they have a good
mastery of use an “"X", next to those skills they have some mastery of use an "0",
.and next to skills they do not have any mastery of use an \/“ You may want to
ask students to try at a more or less difficult table than they initially
chose. As. you get a feel of each student's level, go on to the rest of the
chart. Put a star beside the most descriptive phrase ineach category.

o Confidence: Does the student have some cdnfidence, enough confidence, or

no confidence at al1? Ask the student how confident he or she feels.

o

0o Strategy: When the student‘finds an unfamiliar word, how does he or
she react? “Panic" will be emotional and will show that the student
needs to develop coping skills by beginning with materials he or she can
handle. . “Evading" will be obvious. Hopefu11y the student won't evade
everything. Try different materials. “Coping" is when the student skips
over or guesses at unknown words but grasps the bulk of the material.
"Dea11ng“ is having the skills to figure out unknown words by sounding
them out, looking * m up in the dictionary, and using context clues.

o Speed: The speed at which we read varies according to what we -are
reading. Contracts and newspaper stories may take more time than a
letter fiom a friend. Speed can pose a problem for comprehension. When
reading is extremely slow, the relationship.of the words to one another
can get lost. '

/

o Stamina: We all have our own reading stamina. Even the best reader canm
get tired or lose concentration after an hour or two. But people need
some stamina to develop reading skills, and stamina usually increases the
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READING ASSESSVENT CHART

ki1l Level %ills Confidence|Strateqy |[Speed Stamina
1. Reading readiness None Panics  [Very Slow [No Stamina
‘ 2. Sight words Some Evades  |Slow Some Stamina
Beginning 3. Consonant & short vowel sounds  [Enough - {Copes X X _
- . |4. Consonant carbinations Deals Very Fast |Lots of Stamina
5. Simple sentences ' e
1. Long vowels and vowel N P VS NS
cambinations - ‘
Not Bad 2. Difficult so.ds: silent. letters,|S E S B
- ~soft ¢ and g. ' ) '
3. Complex sentences E C {K- X
4. Syllabication
5. Context dues D VF LS
6. Literal camprehension |
17. Beginning structural clues:
plurals, past tense, ed.
1. Dictionary skills N P VS LN
. [With Ease 2. Difficult structural Clues: |
prefixes and suffixes S E S - |sS
3. Different forms of writing _
4. Inferential camprehension E C 1 § X
D IVF LS
1. Special languages N P VS NS
Complex 2. Critical camp.
N 3. Appreciative comp. S E S S
‘ 4. Reflective comp.
‘ E C K X
D VF LS
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more they read. Diécuss with your student how long he or she can read
without becoming tired. What kinds of material does the student find
most tiring?

Wnen you feel comfortable with how much you have found out, connect the
stars with a 1ine and talk about the results with the student. What are the
strengths and weaknesses? What areas need work? Is anything missing?

SAMPLE READING PROFILE

SKILLS CONF IDENCE | STRATEGY | SPEED | STAMINA
Initial] 3 months o L o
’ ' later :
Initial N P NS*— -4 -NS*
Beginning 1 X X P '
- 2, 0 0 Sk _ A IS SS
3 X o X ‘\\“ //
4 0 X E e oK 0K
5 0 X - |
D F LS
3 months later ' N p VS NS
1 v |- 0 ] 1 |
INot Bad 2 v 0 S*._ E _bsx——-|-s5*
. 3 \/ 0 ) \\\ ///
3 0 X E | B K 0K
5 0 X 1 -
6 0 X D F LS
. 7 v 0
With Ease ! N P VS | NS
| 3 s E s |ss
4. %
7 E c  Jok f ok
1 D F LS
Comp ex % N P VS NS
2 | S E S s
E C 0K 0K
D F LS

(From Reading: How To by Herbert Kohl, copyright (c) 1973 by Herbert Kohl.
Reprinted by permission of the publisher, E.P. DUttan Inc.)

\.I/
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As you can see, this assessment is also useful in measdring the student's
improvement. The first column under Assessment ::0ws the results of the initial
assessment; the second column shows the results three months later. The stars
(*) in the Beginning box were recorded at the first assessment; those in the Not
Bad box were recorded at the second assessment, three months later. In the
examp1e, the learner could see that he or she had moved from “beginning" to "not -
bad" and tnat speed and stamina had increased.

You may want to use volunteers from the community to assist in conducting this
assessment. If so, you would have to review the entire process, and make sure

that they understand all of the skills 1isted on the assessment.

A third assessment tool, the READ (Reading Evaluation Adult Diagnosis) kit

praduced by Literacy Volunteers of America, provides a more conventional means of _f

assessing specific skills and genera1 reading level. This kit consists of slips
containing sight words, 1etters sounds blends, digraphs, suffixes, etc., which
the student reads one by one. when the student encounters difficulty, the
teacher identifies the associated skill that requires furthr study. A section
of graded reading excerpts and comprehénsion questions is also prbvided.to assist
in establishing overall reading level. " |
"This kit, titled READ: A Test for Assessing Adult Student Reading Needs and

| Progress, can be obtained for $5.00 U.S. (plus $1.00 for each .student recording
pad) from: '

Literacy Volunteers of America
404 Qak Street

Syracuse, New York 13203
Telephone (315) 474-7039.

Assessing Writing and Spelling Skills -,

The assessment of writing skills probably won't take as much ciass time as the
assessment of reading skills. Novice writers may be frustrated when asked to do
things they can't do. Ask them to try and tell them not to worry too much

about grammar, punctuation, and spelling. Let them know their work will be kept
private. | Y
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Try to elicit samples of different types of writing such as lists, simple

. sentences, paragraphs, and filling out forms. Once you 've gathered these samples

of writing, look at the writing and spe1|1ng taxonomies and share with students
their strengths and weaknesses and the direction you feel should be taken to

' 1mprove their wr1t1ng_sk11]s.. Ask for their response to your suggestion, and

take it .seriously; they inay "have .important personal priorities,

. The following are some of the endless possibilities for eliciting writing. « The

Adult Basic L1teracy Assessment Kit has more ideas on asSess1ng writing and

spe111ng.

-0 If you were-going to the grocery store and had as much money as you
wanted, what would be on your list?

Q Comp]ete‘the following sentences. I am o0 -1 feel ...
. I want eee ’ 1 HEEd eee
I love ... I don't like ...

o What did you do last night? Make a list or Write sentences.

o If you €9 d plan to go away for the weekend to go camping, hunting, to a
pow wow, to visit relatives, or, anything you like, what would you choose?
List 10 things you would take w1th you.

~

o Make a Tist of about 10 people who are important in your life.
0. “Write a £Lhort letter to a friend or relative,
? !
o Qo you think a woman's place is in the home? Why or why not?

.0 How did you feel about school as a child? What made you feel that way?

'o If..you could change one thing in your life, what would it be and why do
you want to -ghange it?

"3,(ah6' What makes you angry and why?
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o When filling out forms, you need to give information. Write the answers

to the following questions. What is your name? -Nhat is your address?

What is your telephone number? What was the last job you had?
Assessment in ‘reading, wri;ihg,”ahd ;pe]]ing should be an ongoing process, and
students should share in this process. As they make progress, they will know it
personally. In addition, reinforcement and encouragement are very important.
Encourage students to recognize and cpmp1iment one another on progress that is
made.

Taxonomy of Reading, Writing, and Spelling Skills 3

The following is a taxonomy of the skills involved in reading, writing, and
spelling. This is meant to be a resource to you in assessing your studentsﬂ’
needs and helping to plan their literacy program; it is not meant to suggest
units of inscruction. The reasons for this are as follows.

(1) Your students will be at different levels.

(2) If, for example, you create a unit on long vowels, many students will not be

) ready and others will be beyond this point.

(3) If you teach isolated skills, you are taking them out of context and they
lack reality. '

Isolating skills is necessary at some times, but you should first start with real
reading and writing, and then isolate the skills that need improvement .

In each section (reading, writing, and spelling) the skills are listed in a
fairly sequential manner. But this sequence is not absolute -- other taxonomies
may vary the sequence. And, although this sequence may help you decide the order
in which skills might be appréached, let the students' immediate needs and
interests guide you as well.




Reading Skills

The process of reading involves the use of'many skills simultaneously. However,
as it is impossible to master these skills simultaneously, we isolate skills in
instruction, It isrimperative to always keep in mind that the purpose of reading
is to gain meahing, and that learning about consonants, root words, sight words,
ard diphthongs is not an end in-itself. Comprehension of reading and response to
reading can begin on the first day.

(a) Reading Readiness. Students should have a grasp of the following skiils
before beginning to read.

o Students should understand
- that reading is a process of getting meaning from the printed word
- that, in English, printed material is read from top to bottom and
left to right; '
- what a sentence is;
- what a word is;
- what a letter is; and
. what punctuation is for.

o Students should recognize all forms of letters, in upper and lower case,
and in different print styles. ‘

0 Students need to be able to see visual likenesses and differences.

The following are some examples of activities you might use.to teach these - -

skills.. AN
i AN

o Use flash cards with the alphabet ori them.

o Using newspapers, magazines, or books, have the student identify a
“capital "a", a small "c", a small "m", or a capital "s", for example.
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o ‘Talk with the student about reading.

o Draw arrows on pages of print and ask students to name the letters they
see, as if they were reading. The arrows would go from left to right and
’\ top to bottom.

(b) Sight Words. These are words that may not be phonically regu1ar but are
words that students will have great exposure to, either because they are
personally important or because they are high frequency words in English.

{udents should recognize S

0 key, personal words (e.g., their name, their spouse's name, and the name.
of the reserve or city they live in);

o environmental words (e.g., men, women, exit, and stop); and
0 service words (e.g., a, the, this, and where).

The following are some examples of activities you might use to teach these
skills.

o- Have the class think of some things they really value (e.g., friendship, =
respect, elders, family, hthing, or fishing). Have students work in

small groups or 1nd1v1dua11y\@o make collages for each word. In the

centre of the collage, have the\students write the word in big letters.

Hang the collages around the room\and then use them for short sight-word

drills. . \

\\\ i
\,

‘o Prepare a set of flash cards containing\31ght words and have students
drill each other. Have them first read the'word and then use it orally
in a sentence. More-advanced students could w?*te their sentences and
help beginners to read the sight words in the context of these
sentences.




(c)

Phonics. Phonic rules are generalizations about written language that are

used to decode words. We all consciously or unconsciously know the phonic
structure of Eng11§h. Adults who are learning to read need to develop these:
skills. Some of the generalizations will be adopted unconsciously as they
learn to read. Once they develop these skills they do not need to be
consciously taught. But sometimes you will need to isolate and facilitate
the understanding and use of specific phonic skills. (Sounds should not be
taught in isolation but in the context of whole words.) Students should
learn

o single letter sounds (e.g., consonants, short vowels, and the blending of
consonants and short vowels);

o consonant blends - initial (e.g., /bV/, /f1/, [cV/, /p1/; /qr/, /cf/,
/fr/, /scr/, and /str/,); and final (e.g., /nd/, /nk/, /ng/, and /nt/);

o consonant digraphs (e.g., /ch/, /sh/, /th/, /wh/, /dge/, and /tch/);
o diphthongs and vowel pairs (e.g., /ai/, /. /, /aw/, /au/;
/ee/, /ea/ /ei/, /eyl/;
/oa/, /oo/, [ou/, /ow/, /oi/,
“/oy/; and
Jui/, /ue/, /ew/});
o to use long vowels; .
o to recognize soft /c/ and soft /g/;
o to know /w/, /r/, and /1/ controlled vowels;

o to recognize silent letters (e.g., /gn/, /kn/, /wr/, and /gh/); and

o to recognize /y/ as a vowel and /y/ as a consonant.
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The following are some examples of activities you might use to teach phonic

rules. -

0

If a student is having trouble with digraphs such as the /sh/ in wish and
ship, make word wheels and ask the students to think of words that begin
or end with the sound of /sh/. Use these word wheels for practice and
have the students help each other: '

Flash cards can be very useful. For example, if a student is\ having
trouble with the long vowel sound that is created by the silent /e/ at
the end of a word, put pairs of words such as the foilowing on&f]ash
cards. ’

pin hid rod can win kit cub cut hop
pine hide rode cane wine kite cube cute hope

One word can -be written on the front of the card and one on the back.
Have students illustrate the cards if it will help them to remember.

Using -student stories, local maps, or ads, have students (individually or
in pairs) underline all of the short /a/ sounds, circle all of the short
/e/ sounds, draw an "X" through all of the /k/ sounds, etc.

A

o Use worksheets that you may have available.

(d) Structural Analysis. Words are generally structured in a. fairly regular.

pattern., Knowing these structura’ generalizations will help to decode the




meaning of words. Again, these skills often do not have to be taught since
they are unconsciously understood. The following skills are involved in
structural analysis. Students should know

o the concept of root words and some common root words with their meaning
and any structural changes that may be required when using the root word
in a different word;

!
!

. -
o the endings for plurals (Q.g., /s/, or /es/), and tense (e.g., /ing/, or

Jed/);
o common suffixes with their meaning and function; E q
o common contractions (e.g., can't, didn't, and wouldn't); i
o compound wongb (e.g., dishpan, or campground); | /
0 common prefixes and their wneanings; /
o the definition of syllabication; the types of syllables: c1csed '
(Consonant Vowel Consonant), open (CV), silent /e/ (VCE), consonant (1e),
vowel + /r/ combinations, and diphthong; and the use of the accent in

syllabication.

The following are some examples of activities you might use to teach
structural analysis.

o Using the key words from a theme unit, have students draw slashes through
words after each push of breath (syllable). (e.g., ed/u/ca/tion, and
pow/er/ful)

0. . Have. students change a. story. from_the present.tense ty. the past.tense. ... . ..
Not only will they learn about "ed" as an ending, but they will learn |
that there are a wh .¢ set of verbs that don't add endings (e.qg., sing
becomes sang, and come becomes came).
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"0 Use worksheets you may have available.

(e) Context Clues. Students should learn
o to use language skills to identify unknowr words; and-

0 to use context clues with other word identification skills to identify an-
unknown word. - |

The following activities will allow students to practise using context
. Clues.,

o Have students, individually, make up sentences about a current topic and
then delete what théy think might be a difficult word. Have students
~ exchange sentences and guess at the missing word from the context of the
sentence, or make a worksheet out of student sentences and distribute
them to the entire class.

0 ‘'When students dre reading individually or in grbups, have‘them
concentrate on using the context of the sentence and the entire piece of
writing to guess at.the unknown word. | *

(f) Dictionary Skiljé Students should learn
o to understand diacritical marks;
o to understand the use of the pronunciation key in the diction;ry; and
0 to use the guide'words at the tbb of each dictionary page.

The following are some examples of activities to assist students in
~obtaining these skills, ' |

0 Use the dictionary yoursélf and show students how you use it. 3
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0o Have students alphabetize some oﬁ their key sight words.
o Have students use aléimp1e pronunciation key with their sight words.

\

(g) Literal Comprehension. Students shou1¢ learn

|

i

o to recall word meanings; o
o to find main ideas;

o to find supporting details; _ 1
o to identjfy. éequence;

o to see likenesses and differences;

0o to recognize cause and effect;

o to follow directions;

o to-use references;

o to locate information;

o. to cjaséiﬁy informétion; and
o to categorize information.

The following are examples of activities that wﬂ11 aid students in
developing literal comprehension. |

\
o Have students fill in some sample job applicatiion forms.

o Share a short story with the class and have th ! recall the sequence of °
events. \

\\
.
\
|
!

Q . \‘\




o Have a cooking day. Students can bring recipes from howme or the
instructor can buy the necessary food and bring reci' .s that may be new -
to the students. Having students follow the recipes provides a hands-on - .
experience involving literal comprehension.

(h) Inferential Comprehenéion may include skills from”the preceeding category.
Students should learn

0o to infer meaning.wheniword 1déﬁt1f1cat10n is weak;

0 to draw conclusions;

0 to predict outcomes;

o to 1dent1fy the author's purpose;

0 tb 1dentffy the attitude, mood, and tone of voicé; and

‘0 to understand relationships.

Most of these skills can be approached tﬁrough-c1ass discussion,

The following are examples of activities that will aid students in
developing inferential comprehension. | '

o Use Cloze exercises w. _re every "nth® word (e.g., 6th, 7th, or 10th) in a
piece ot reading material is deleted. Have students then try to fill in
the blank words based on the understanding they have of the context.

They inight come up with some interesting variations. The material you
choose could be from a theme unit.
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o In response to an activity from a theme unit or a current issue in class,
ask students to write about their feelings. (e.g., How did they enjoy a
speaker? How do they feel about the education system .in their
community?) Have some students read aloud what they have written. Have
the class dischss the speaker's ::iz:éfnd,*dentify the purpose, and then
have them draw general conclusio ut how they, as a group,.feel about
the issue. |

(i) Critical Comprenhension may include skills from preceding category. When
reading, students should learn

0 to recognize appropriateness according to the reader's purpose and
- ability; '

o to reéognize bias, fact, opinion, propaganda, and point of view;
o to differentiate between rea11ty_and ‘fantasy ;
o to recognize worth and desirability.

At some point dur1ng a theme unit, your students may need to do some
research. They will need to select relevant materials and recogn1ze the
material's appropriateness to their purpose and.ability. The fo11ow1ng are
examples of activities that will aid students in developing these skills.

0 Use advertisements to stimulate a discussion about what is a faqt and
what techniques advertisers might be using to trick us into accepting
information as fact. Have a general 'discussion on advertising.

o Encourage open response to all reading material. Is it .good? Why or why
not? Is it worthwhile? Why-or why not? Treat the students as critics
from the beginning. | "
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(k)

Appreciative Comprehension may inciude skills from the preceding category.

Students should learn to respond to the author's use of

1anguage;
content;
characters; and.
incidents.

o O O O

As a class, do the following exercise.

o Read poems, sonﬁ lyrics, short stories, and short biographies, and then
discuss the language, content, characters, and incidents. Ask students
the following questions. Are the characters powerful? Do you relate to
what happened in the story? Dojyou like the ending?. How might you

"change the énding? Does the 1anguage the author used' create pictures in
your .mind? Do you 1ike the pictures it creates? Are t@ese pictures

realistic? ' \

\

o © o o

Reflective Comprehension may include skills from preceding category.

Experience in reading should enable students

0 use new skills learned by reading;

to change direction;

to approach a problem in a new way;

to pursue a new idea; " ,

to go beyond what is read to arrive at a new conc10516n; and :
to discard that which is not useful. \

\

o

2

Ref1e¢t19§ comprehension sk11is may be enhanced by the fo11owin§ \
activities. . \
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o As many students may want to choose a = w career direction, make
available descriptions of jobs, and stories about people in certain

~ careers, tp help them clarify their direction.
|

0 Read storiks about problems that are of concern to your students (e. g.»
‘fanily problems, prob1ems with children and drugs or problems with
social injustice).. Follow this up with discussion of how these stories
relate to the 1ives of your students, and whether they en]ightened
students a?out how to deal with their own conflict.

0 Have studeLts write about moments of crisis and change in their lives.
‘Read these|aloud and follow up with a discussion. It is important to
maintain ¢ nfident1a11ty; when reading these accounts, do not acknowledge .

authorship& ‘ N

l
!

\ Writing Skills

Writing is a means lof communicating with other people. Therefore, what your
—students have written should be shared not just with you, but with the whole
class. There may be times when students don't want to share, and that's their
~right, but you shgujd_gncggrqgg ;hem;tq_share.and encourage constructive qpmmehts
from the other students. o | o |

1
|
V

You may want to make monthly books that contain favorite poems, short s.ories,

and essays written by the students. You may want to use student writing for . 7
reading; not only will this be personal and interesting, it will providﬁ good

reading material.

Writing is a process. Your students should understand that all writers write,
rewrite, and rewrite again. Their first attempts at writing shouldn't focus on
spelling and grammar as top priorities. Content should be the first concern;

spelling and grammar can be concerns later on. The instructor should not be seen _“_7Z
as the sole source of help; students can help each other with' clarity, spelling, |
/
etc. | /
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The writing your students do should be based on reality. This means it should
not be 1imited just to stories. Filling out job applications, or writing P
resumes, pusiness letters, personal letters, and cheques are examp]es of other
writing activities that might fit weltﬁinto theme ‘units.,

Vil

-

Have your students practise some of the following writing skills. .

labelling

making lists

writing short sentences

combining sentences

writing paragraphs

writing multi-paragraph compositions

learning the use of punctuation :

identifying subjects and predicates

understanding the parts of speéch such as the noun verb, pronoun,

‘adjective, -and adverb '
o understanding different kinds of sentences (e, g., dec]arative,

imperative, and -interrogative) .

‘0 using singular, plural, and pos?@tsiunﬂ?orms correctiy

\\ 0 .using contractions

0 us1ng formal and informal sty1es o

0 us1ng writing effectively by developing confidence in writing, developing
care in expressing thoughts in written form, and knowing that the ability
to write helps in taking control of one's life.

©O 0O 0 0o 0 o © o o

wa

Spelling Skills

@

“ . ‘ .
Spelling in the English lang  .ge is not an easy task There are many spelling
generalizations and for each genera]ization ‘there are .many exceptions. When

spelling problems present themselves, we can help the student to understand these

__generalizations. However, memorizing spelling rules should never be an end in
itself. Students need to be reminded of a generalization only until that
spelling problem is overcome.
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The spelling work you do w1th your students should come out of their writing.
The words used shou™d be the1r words not words from obscure lists.

e
.

Usua11y, overcoming spe111ng problems means a 1ot of repetition. One possible
approach might be to” have students make flash cards wi‘'' their personal words on
them. Then have students work in pairs d1ctat1ng sing.2 words, or using these-
werds in s1mp1e sentefices. You can «also' use the key words -from each theme unit
for pract1s1ng spelling as a class, '

&

. The fo11owing is a list of some genera1izat1ons and sources of trouble that might

be helpful to you in 1so1at1ng and approaching spe111ng difficulties. This is
not an exhaustive list, but describes somg af the most frequent spe111ng issues.
0 Homonyi 5 are a Spe111ng d1ff1cu1ty. The fb1fowing are some of the
homonyms that are frequently used and m1sspe11ed.

Q- . SR, e .
to, too, two - right, write ‘
there, their, they're here, hear =~ S
your, you're ' red, read S . .

o Doubling fule. A word containing one sy1Tdh1e and%ending in one
consonant after one vowel, doub1es the final consonant when add1ng’an
ending if the sufrix begins with a vowel (e.g., sittmgJ dropping,

grimly). E | ‘-: . %
o A word ending in a silent "e" drops the /e/ before an end1ng beginn1ng
‘with a vowel biit does not change before an ending beg1nn1ng with % “_ .

consonant (e. 9.y moving, wide1y) Exceptions to this- rule are: words

/

with soft /g/ or /c/ (e.g., courageous, peaceful) and words such as, du1y, ,

ninth, hoeing, and acreage.

I
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o If a word ends in /y/ preceded by a consonant, the /y/ is changed to Ji/
when adding an ending except when the ending is "ing"; then the Jy/ is
retained (e.g., Spy, spied, spying).

If a word ends in /y/ ; receded by a vowel, the /y/ doesn't change when
adding an ending (e.g., paying, buyer). :

o Use /i/ before /e/ except after /c/ or when sounded like./a/ as in
neighbor or weigh (e.g., grief, field, ceiling, eight).

o To form a plural add /s/, unless you cannot hear the /s/ after the word
as in words ending in /s/, /x/, /z/, /sh/, /ch/, then add /es/ (e.g.,
papers, chairs, axes, classes). |
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Summary

!

Thié book advocates the language-experience approach as the best way of ensuring
that real and relevant learning will take place. VYet, as the taxonomy of skills
suggests, it is important to isolate the various elements involved in reading and
writing. Because of time factors and the various levels your students may be at,
it may.be difficult at times to organize activities that 6ome directly from your
students' own experiences. At these times you may feel a need for prepared
structured materials such ag workbooks. Also, if a §tudent is having particular
trouble with spelling or phénics, the repetition offered in workbooks may be
relevant and useful.
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The Language - Experience Approach




THE LANGUAGE-EXPERIENCE APPROACH

1

1
\

What is Language Experience?.

Language experience is not a single approach or technique. Rather, it is a

philosophy that chooses to use the language and experience of the learner as the

basis for language study. The experiences from which the language stems can be .
from the student's past, or from shaﬁgd experiénces resulting from many of thu o
activities suggested in the theme uni#s. It can range from the dictation of a
line or two to a book about the'studebt's life. The range of possible language
experience activities is as broad as Nife itself.

Using language experience to teach reading and writing to
adults asks more of the teacher than traditional workboox
methods -- more time, more energy, more imagination. It
requires that the teacher have a firm grasp of phonics skills
and sequencing since no workbook or manual can be followedr
entirely. Languaye experience asks more of students, also.
It asks them to participate actively, to share responsibility
with the teacher, and to open up channels of communication
too long ignored in school. But the rewards are enormous,
not only in the development of concrete reading and writing
skills, but also in personal growth and awareness.

~

Kennedy and Roeder (1975)
Why Use Language Experience?

Freire tells us that how students are.taught has a greater effect on them than
what they are taught. Thus, Freirs says, the teaching of literacy can make
students truly more capable and aware, and equip. them to more effectively
interact with their world, or it can create "adapted" individuals whd see
themselves as empty and dependent. ‘

An educational approach that assumes the "emptiness" of the student (what Freire
calls the "banking" concept of education) results in students seeing themselves
as ”objeéts" -~ things to be manipulated and worked upon. They are passive
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récipients, adapting while the teacher acts, plans, organizes, teaches, enforces,
talks, and thinks. This situation will produce students with attitudes of
passivity, fatalism, and adaptation.

Only by resolving this "contradiction" between student and teacher can this
situation be avoided. A "dialogical" re1at10n§h1p must be established where the
student and teacher become co-learners, where both parties are actively and
creatively involved. The student then becomes a "“subject" and his concerns and
realities become the centre of 1earning. When this happens, the student develops
feelings of creativity, activity, consciousness, and efficacy.

Dialogical education involves problem-posing (creating learning situations around
"the problems of men in their relations with the world"); two-way communication;
providing a means for students to relate more effectively with their world, so
that'they come to rea1ize that they can affect their environment rather than be
contro11ed by 1t; and, start1ng with the concerns and realities of the learner.
This book, - through its theme-unit approach the 1ntegration of 1ife skills and
literacy, the encouragement of dialogue and interaction, and the advocacy of the
idea that the teacher and students should negotiate the content and operation of
the classroom, attempts to incorporate these concepts. In the opinion of the
authors, the literacy approach most consistent with thesé tenets, and the one
believed to be the most likely to be effective with native adults, is language
experience.

Langqagg experience has many advantages.
o It makes the student the centre of the curriculum.
0 The coﬁkent is directly re1evaht to the learner,
o It uses words th?t have special power and meaning to the learner.
o 1t uses written vocabulary and syntax that is part of the 1earnef‘s

vocabulary and language pattern, clearly illustrating the 1ink between
spoken and written English.
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o 1t treats the learners and their experiences with respect.
o It results in greater and more immediate success.

o It allows students to articulate and confront their insecurities about
learning and life.

o It provides the learner with an approach and environment different from
that associated with his or her unsuccessful school experiences. |

o It produces compelling and original readings at the learner's appropriate
" language level.

o It allows students and teacher tc place their priwary attention on
communication and self-expression rather than phonics. .

In th1s last point we are not suggesting that language experience is
1nappropr1ate for use in teaching phonics or word-attack .skills. On the
contrary, language experience lends jtself well to the teaching of all reading
skills and, since the students' words are used, «can provide an extrpmeiy
effective basis for teaching these skills. Later in this section, we will
i1lustrate in some detail how the skills jdentified in the 1iteracy taxonomy can
be' applied to ldnguage-experience stories.

It is also incorrect to view ]anguage experience as the only literacy' technique a
teacher should use. In fact, Sylvia Ashton-Warner, referring to Maori native
culture (with whom she found this approach aspecially effective), writes: " ...
it's not the only reading, it's no ... than the first reading. The bridge.

[t's the bridge from the known to the unknown; from a native culture to a new;
and, universally peaking, from "the inner man out". We urge you to assemble a
wide variety of reading materials for your students and to encourage them to read

voraciously. Nonetheless, particularly in the early stages, language experience
can be an invaluable tool for creating confidence, enthus1afm, and excﬁtement in
reading. It can, as Ruth Le Serge puts it, "allow you to transform your
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student from an f1literate to an author overnight. This new status can give the
student tremendous confidence in himself and his ability to Vearn."

It should also be pointed out that, both as a writing and reading technique,
language experience -- the language that grows from the student's experiences --
is effective at all levels. The activities contained in the theme 'mits giVe the
instructor many opportunities to provide new expe. iences and generate language
from these, and most of these activities can be used or modified for use with
students at all levels. The McCrackens (1979) tell us that the teaching of all
communication skills originates with experience, both the experiences the student
brings into the classrcom ans those the teacher builds into the program. They
represent this process d1agrammatica11y:

Experiences ewew=Zip ThoUghts wwee-=iam Need to Communicate -3 Language

e -

Giving | Getting
Talk Art (through the senses)
Weite (speliing, Music .  Listen
phonics) Drama - | Read |,
Gesture Dance

L]

Language experience 1s not without its difficu1tig§ and 1imitations. First of
“all, it can be quite time-consuming, requiring the instructor to prepare reading
materials from those dictated or recorded by individual students. By uging more-
skilled students as assiétants, utilizing some of the organizational suggestions
in the Introduction to Theme Units, and the theme units themselves, this problem
¢can be minimized. Language experience is a demanding but high’y rewarding
approach to literacy. Classrooms of at least 30 students have been successfully
operated using this approach.
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Other potential difficulties should also be noteu. Adequate repetition of skills
being taught can be a problem. Once an instructor has identified a skill that
needs to be taught, however, it is assumed that the instructor will provide
sufficient'practice of the skill (including the use of commercially produced

‘exercises) to adequately teach the skill. Remember, language experience is not

restrictive -~ it merely provides the basis for literacy acquisition. You are
free to supplement it in whatever way is necessary to meet the needs of the
student. | ' | |

‘Also, there are significant differences between spoken and written English
(though the similarities far outwe1ghwthese differences and welding the link
" between written and spoken tnglich can be an important part of helping your

student transfer his or her “oral literacy" to Viteracy in reading and writing).
Because oral language occurs in a social context, non-verbal cues are used to
avoid ambiguity and misunderstanding. In writing, this “situational support" is
absent and we must rely on conventions (grammar, punctuation, and word choice) to
make our meanings c1ear. This situation challenges the instiructor to point out
and teach these conventions as the student requires them.

" Another objection is that occasionally the stories prqduced become routine and |

mundane. - wni1g_this-1s not our experience (indeed, one major affective advantage
of language experience is that the student, who often begins feeling he or she
has little worthwhile to say, comes to realize the richness of his or hgr own
experience), there are many ways for avoiaing this difficulty. First of all, as
suggested by the variety of activities included in the theme units, the stimuli
for language experience should be varied and significant. Secondly, students
should be encouraged to write in many forms including tall tales, poetry,
legends, romances, etc. Directed-writing, using open-ended statements, can be
provided, and group writing topics, using imagined circumstances (e.g., "1 walked
into the store and there was a guy pointing a gun at the teller") can be provided
to stimulate creative writing. Generally, this ds not a serious problem if
students feel good enough about themselves to value their experiences, many of
~hich are tremendously moving, exciting, and intensely human.

L)
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Approaches to Language Experience

Language experience, by definition, is as broad as human axperience, but there
are a number of specific techniques commonly used. The techniques reviewed here
are dictation, transcription, directed-writing, free-writing, and key
vocabulary. ' .

Dictation Method

In this approach the instructor (or assistant) writes down, on a large sheet of
paper, a passage dictated by the student. The passage can deal with any subject
such as a'memory, a wish, a dream, a recent experience, or one of the activities
suggested in the theme units. Initially, it may be.necessary to ask questions in
order to elicit the story. Write down the student's account word for word. In
the first stages you may wish to work with one sentence at a time. While
providing as much he1ﬁ.as necessary and pointing to 2ach word, have the student

- read back the story. Pick out meaningful .words and words missed by the student.
These words can be written on cards and then matched to words in the story. Mix
'the cards and have students work with them until they recognize the words out of
context. The story can be typed and reviewed in the next session. Word-attack
skills can be employed using the language in the story. A card file of words the
reader found difficult can be maintained for future work and the development of
sight vocabulary. A copy of the story and cards can be provided to the student
to take home and practise; a second copy should be kept on file for future work
and possible use with other students. Group dictation can also be used with each
student providing a sentence or observation. This combined account would be
typed, distributed, and worked with at the ne;t session. For theugroup approach
to be successful, the account should be about” a shared experience,’ such as many
of those sugaested in the théme activities.

The dictation method works well with the student who has no or very little
reading background. These students experience immediate success because they are
recalling words just spoken. This process also 1inks oral language with written
symbols. As Kennedy and Rueder write, "This process helps to alleviate
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much of the fear and distrust of the printed word experienced by so many adult
non-readers. - From the first day, the student d1scovers that written words can be
as intimate and informal as spoken words."

Transcription Method

This technique is similar to dictation except that the story or account is not
written down imnediately but is transcribed from a tape recording made by the |
student. The material is then used much the same way as the material from
dictation. | ' }
Transcription has several advantages, especially for the more advanced student.
First of all, the student is not limited by the speed of the teacher's writing;
the student can re]ate his or her story at a chosen pace. Secondly, the teacher
does not have to be present. The student gan record his or her own story while
the teacher is working with other students. The’ transcription method also lends
itself well to group work as students can contribute spontaneously and naturally.
Group projects, questionnaires, and act1v1t1es, such as those included in the
theme units, can be reported co11ect1ve1y, regardiess of the 11teracy level of
the students. Finally, the transcription method allows the instructor to get
help with transcribing the tapes. More-advanced students can perform this
transcription, and this is an excellent 1earn1ng experience for them as they try
to spell correctly and arrange the spokon words in comp]ete correctly punctuated
sentences; because we don't always speak' in complete sentences, this can '
sometimes be a challenging task. Assistants and secretaries can al so be used,
and the transcription can be done at any time.

The teacher'wi11 have to decide how much of the transcribed material to use (a
ten-minute tape can equal about three pages of type!) and when to begin to impose
standard English corrections on informal English. A critic of 1anguage.

. experience, Daniel Sharkey, cautions against indefinitely tolerating syntactic
errors or mechanical mistakes as these simply become patterned. He also suggests
that an instructor must help students lgarn how to use more complex sentence
patterns tather "than ,einforcing simple ones. Tpis can be done, of course, very
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effectively with the students' writing, and i% mist be dohe, Sharkey feels.that
teacher intervention is too often absent, and the student is allowed to remain at
one stage of development. Although this is a danger, a teacher who is sensitive
to the needs and development rate of the student knows when and how to intervene
so the student maintains a sense of success while making progress toward fluency
in reading and writing. By using supplementary reading materials and specific
exercises and by monitoring progress as skills are mastered, 1anguage experience,
in the hands of an aware and prepared instructor, is an effective mgthod for
ensuring literacy acquisition. '

The Directed-writinggyethod

" a

Directed- writing is an approach that has students responding to spec1f1c stimuli.
In the initial stages, incomplete sentences written on the board can be used.
For example, after students have completed an interview with a teacher in the
local e!ementary'ﬁthool, sentences like these could be constructed.

o When I began the interview, 1 fé]t .

o As I got farther into it, I felt |

.0 1 felt the teacher was

-You‘]l notice that these sentences will allow both one-word responses and more
complex ones. - With beginning students, you could start with a series of one-word

" responses and work with the vocabulary produced. These Students could be asked
to copy the sentence using words from memory or even those chosen from a list
provided. -

LA

-

Directed-writing can also take the form of poetry, using some of Kenneth Koch's
ideas from Wishes, Lies and Dreams. For example, the student (or a group) can
write ou¢ a number of .1ines all beginning with "I wish" and then combine them, or
‘they can finish lines that begin with "Last night 1 dreamed A

ld
£ .
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After the sentence-completion stage, you can work directly from questions such
as: What did you 1earn from the interview? What did you think about for the
first time? How do you feel differently about yourself? Whatever the specifics,
the instructor is moving the student from one-word sentence completion to

“more. complex and imaginative,comp1etion and then to full-sentence responses.

. a
1

Free-Writing Method

This method is really an extension of directed-writing and progresses logically
from it. After students are comfortable providing short responses, they are
ready to move on to exercises that offer more opportunity for creativity and
imagination. Depending on the skill level and sophistication of the students,
topics and starters can be orovided that range in difficulty and complexity. For:
example, general topics such as “an early childhood memory" can be given, or more/
"specifically, "the first time you fell in love". Another approach is .to provide !
several words that are to be contained in the story (e.g., arrow, dog, screemed,
and mountain), or the instructor can give just the first line of a story (e.g.,
“The telephone jangled me awake."). Other topics arising from the theme units
can also be used. For example, in the theme "Looking at Your Community's

Schools", we suggest that students write an account of their school experiences.
"‘. ' ' - - i

\ 1f several members of a class are able to write at the freé-writing level, they
can be formed into a group. As they write, they shou]d be encouraged to ask each
other for spelling and punctuation assistance. After they've completed their

writing (a time 1imit might be'usefu]); the students can exchange papers and read

\ each other's work. Comments and advice shou]d be solicited. This process of
group sharing has many benefits. It gives students an’ opportunity to be critical
readers and, if not forced it may help to break down the insecurity that some
students feel about their own wr1t1ng. Kennedy and Roeder point out other
advantages.
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Sharing each other's writing gives students new and /
interesting perspectives as well as new vocabulary and word
patterns. Each person in the class is the expert when others /oo
read his or her work. Students look to the author instead of
to- the teacher for help with vocabulary and sounding out

. words. The class gains in a co—operative group spirit; the

.+ author in self-respect. Knowing that one's writing is

enjoyed by others and is helping them learn to read is a
powerful source of pleasure and motivation.

1

It should be kept in mind, however, that many adults will, at lea initia11y;.be
" quite shy about sharing their work. Allow students the privacy fo keep their
work to themselves as long as necessary, and ehcourage them to ‘share when they
have gained more confidence. - |

Key Vocabulary

This approach fo language experience was developed by Sylvia Ashton-Warner, and
she also refers to the process as "organic reading”. It grew out of:
Ashton-Warner's interaction with Maori children and, for a variety of reasons,
may be more’appropriate for children than adults. The adult student is probably
able to work more rapidly than the slow pace used by the Key vocabulary approach
in its first phase; and children, although they enter school with between 7,000
and 12, 000 words in their vocabulary, do not have the rich 1anguage background
“enjoyed by most adults. (In speaking of the ability! ‘of adult students to

- synthesize new words from syllables extracted from Portugese key words, Freire
cites Gilson Amando who says, "They can do this becapse there is no such thing as
oral illiteracy".) Nonetheless, this techniquc is outlined here because it has

proven successful -and could be applicable in part o7‘+n a modified form.
-\ ) . ! g . |

Ashton Warner begins by 1dent1ﬁying twenty to forty key words that are prQV1ded
by the student. These are words that have spec1a1 power and meaning to the
individual, and the 1ists often- vary dramat1ca11y.f,lf they are truly meaningful,
she says, the student will recall them after "one']ook" -- by explaining,
tracing, and stddying the word. - These words are placed on cards and reviewed
déi]y, and a new word is added each day. (Presumably this rate could be
accelerated.) After the student has accumulated a sufficient number of words, he
or she is moved directly to the stage of writiog sentences, and then combining
sentences into stories and paragraphs.




‘e
Functional words, .such as articles, conjunct{bns, and prepositiohs, as well as
other new words, are given to the students as they are needed. Some teachers -
‘have the students keep all their words in a personal dictionary that they can
refer to as required. This introduces alphabetizing. If students ask for a word
a second time, he or she is referred to the dictionary. Using this technique,
;he student, once he or she has established a word bank, quickly becomes a
‘self-reliant weiter. | |

wa Does Language Experience Work?

Before looking at how to use language experience in teaching specific language
skills, it might be helpful to examine the technigue in actién. The following,
based on a BBC broadcast, illustrates how a teacher may use language exper%encé
with students at different levels. (The radio broadcast "Teaching Adults to Read
- Language and Experience" is reprinted with the permission of the British
Broadcasting Corporation.) . f
In the first situation, an adult student who is totally illiterate, is meeting
with the instruéter for the very first time. The instructor has a]ready}talﬁed
with the student about his background and interests. He uses this information to
provide the basis for the first lesson. o

Teacher: "If we can talk a'bif-more about the interest you have in music, I
think I'11 try to teach you some of the words that crop up in our
conversation. What instrument would you most like to play?”

Student: "The instrument I always wanted to‘p1ay is the coronet. I can play a
little, but I'd like to get goqd enough to play professionally.”

Teécher: "I'm going to use one sentence you said, and that was, 'The instrument
I .always wanted to play was the coronet.' 1I'm going to write the words
down on paper and then I'd 1ike you to read them back to me.,"

The student reads the words as the instructor points to them.




Teacher: "Now I'd 1ike you to write over in felt pen what I've written in
pencil.*

The student completes this task.

Teacher: "Super.: You really seem to have gotten that. You'll see that while:
you were doing that, I wrote the same words down on another piece of -
paper. Now I'm going to do something a little bit mean. I'm going to
cut each line of words into strips. We have three lines of words, so

that gives us three strips. What I want you to do is to look at each

/
stip as 1 give it to you and put it over the identical words on your
master sheet." '

The student does this quickly and successfully.

Teacher: "Because‘yOU‘ve learned this so quickly, I'm going to cut the strips
into single, individual words and ask you to do the same thing you did

with the strips, that is, match them with the words on your master
sheet." '

The student does this while reading each word.

Teacher: "That's great, but now I'm going to give them'to you in completely the
wrong order. See if you can recognize the word by looking at it by
yourselt, and if you can't, look back at your master sheet."

The student completes the task, but this time has some difficulty. He reads each
word as he places it on the master sheet.

Teacher: "I think you've done marvellously, but I'm going to do it again just to
make suce. - When I'm sure you know these words I'm going to make a note

of them and then we'll have a record of all the wyrds you know. These
will ‘be your first nine words."




‘The commentator admonishes instructors to be.careful to use the student's e ot
- words at this stage -- to use the student'sﬁ]anguage rather than what the
instructor would 1ike the student to say . §he also points out that immediate
success is important to the learner. In this instance, the teacher and student
worked with relatively few words, but d1d SO 1p a methodinal way, with the
instructor ensuring that the student understood the work, while providing enough
direction and reinforcement so that the studen*\did not fail. The teacher took
time to explain in an adult manner what was beinq done. This interaction is:
important to draw the student into the process aﬁd to allay any fears that some
of the activities are meaningless or childish. The interaction also helps to
build trust and a c1ose personal re1a¢1onsh1p and this results in a'more pos1t1ve
learning situation.

\

In this short exercise, the student traced, copted, matéhed, and sequenced words,
helping him learn basic skills. If a student is to-ﬁetain what he or she learns.
reinforcement and repetition are necessary. This can.be boring if the content is
dull and boring. Using the material your student provides th.'ough language :
experience can help avoid this problem. When students are tracing and copying
their own words and saying them out loud as they're doing it, they are using all
their senses in learning to read. ‘ '

A

In the second excerpt, the student has been working on 1anguage exper‘ence for
about two months. He and his instructor are writing a book, and this 1s the

section they are currently working on.

Teacher: ’”Durlng the last lesson, this is what you said to me. 1'11 read it to
you. ‘I have two photographs of my dogs. T had them when I was about .
twelve. They were called Kim and Sheba. Kim w1s my favor1te. She was
dark brown and light brown. She was A1sat1an.! Alright, will you try,
plgase?" ' : '

u

! )

The student does so; stumbling over the word "photciraph”. i _ e
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Teacher: "'p' and 'h' together say YFLY
Student: “Photograph. I have two photographs of my dogs."

Teacher: "That's right. You have the photographs in your pocket, don't you?
. Can we have a look at them? When were they taken?"

Student: “They were both taken on a summer's day."

The instructor writes down, "The two photographs were taken on a summer's day." °
and, from another conversation, “This one was taken last year.", and "Sheba .is
dead. ‘She died having ten pups." The student is asked to read“them over, and he *
does, getting "photograph” without difficulty this time.

» ’ .

Teacher: "You got photograph right off, didn't you?"

&

Student: "“Yeah. I remembered the 'f'."

When the student began, he did not think he had anything, to say that was of any *

interest or value. The interesti the instructor showed in his dogs encouraged him

to express himself more freely. It makes no difference what the subject is.’ The
' fact that the student's own experiences are being used is what generates

involvement in the work. ) .. ) : | '

o ' ‘0 -

Using language experience allows students to see aspects of their lives in

writing and that gives them some status and a positive sense of their own worth.

It may also be the first time your students haye been able to manipulate words,

and_the sense of power this provides can be an.énormous boost to théir confidence

that can stimulate more learning.

S

Your studerits may feel that the only real learning is "book 1éarning“. It can be
*yery reassuring to work through structured reading programs with lots of rules to
learn and/pxercises to do. But no reading program can provide learning material

~ that is relevant to your studeats both in subject matter and vocabulary and that

L d
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also caters to their. individual levels of reading deve1opment. Your students'
oral vocabulary, unlike that of a child, is highly' developed, and the secret is
to take advantage of that "oral literacy" your students already possess.

' The 1angdage-experience approach gives you the content you want'and allows you to
concentrate on the areas of particular need. The skill lies in 1dent1fy1ng'those.
needs. " In the 1ast example, the student stumbled over the word “photograph".

The teacher was ab1e to help the student with this problem and then reinforce him
.1ater by using the.word in the new:sentences they generated for the book they

, were writing "together. Later, the same point can be gone over again using
specific exercises for this skill.

Language experience may sound like a difficult proposition, but the Jponus_is that
ydu'get a totally flexible, re1evant’approaéh that can nevertheless be systematic
in teaching reading skills to your students.

o ,
In the final example, a student, who had—been—using Vanguage experience for quite
a while, was also writing a book, but his language Qas far more sophisticated and
complex. The student read from a long paé%agé he had previously dictated about
his early life in a small rural village, énd while he had trouble with a number
of words, with assistance he was able to sound most of them out well enough to
recognize them. ’

The instructor wisely avoided following up on all the mistakes as this would have
been demoralizing and confusing. One of the important decisions the teacher has
to make is which mistakes can be tackled, taking. into account the student's needs
and the situation. '

In this part1cu1ar case, the teacher could choose t0 re1nforce the student's
attempts to sound out words he doesn't recognize by teaching him words with the
same sounds in them. For example, if the student had trouble with the word
“think", the instructor could cdncentrate on the sound "th" makes. v
Altarnatively, if the student stumbled over "they're" and "we'd", the teacher
would concentrate on contractions, asking the student to volunteer other




examples, and then analyzing them, asking the student to make some generalized
observations about constructio. ahdufo11oQ1ng up with some exercises. There are

a number of areas open to the instructor, and he or she must decide which to use.

There will also be situations where the teacher has to decide what piece of
learning to introduce next. There may be several alternatives, and none can be
regarded as the right one. In each case, your students‘ individual needs will
1nf1hence your decision.

Us{ng Language Experience to Teach Specific Language Skills

Language experience can be used to teach the language skills the student needs to
become a fluent reader ahd writer. Knowing when and how to intervene is
absolutely critical to the successful utilization of language experience.
Language experience does not remove the need to teach language skills; it simply
provides relevant, personal, and interesting material with which to do it.

The fo1§ow1ng examples are actual student-produced materials. The first sample
is an account given by a native high school student who, despite nine years of
schooling, did not .recognize all the letters of the alphabet, though he had a
small sight vocabulary. This story, collected using the transcription method
was not dictated in one burst. Because it was one of the student's first
language-experience accounts and because he had a poor sel f-concept due at least
in part to his previous academic failure, he was shy, insecure, and reluctant to
talk. This shyness d1sappeared as he became more confident and comfortable.
Each paragraph was the student's response to a question asked by the instructor.
Whén the.recording was transcribed, the gquestions were editedy,out. -

As in many cases, the results were almost miraculous. This studenf, who had been
in a remedial reading class for years, had tested out off the scale on a
standardized reading test and was unable to read even the lowest-graded
conmercial mdter1a1s whén presented with his own words from his own experiences
suddenly becanme a reader. He.breezed through this passage with few mistakes, a

}emarkab)e achievement for a young mam “~ng written o. ds hopelessly ilidterate.
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Yeah, I've been bucked 'off a horse. 1 was rodeo riding and a quy threw
a rope at my horse'ssfeet and he started bucking. 1 was bucked off
there. After that my dad was bucked off twice. He and Kenny filasyow
were riding around. After that my dad was drinking beer at Kenny
Glasgow's, and He was sitting on my horse and it started hicking. The
first time my dad stayed on it, but Kenny Glasyow was buck: . off. The
next time Kenny Glasgow got his foot stuck in the stirrup and it pulled
his boot off.

I

] have a horse named Tony. He is a good saddle horse.»%But to make a
horse buck you kick the hell ‘out of him., Or you can put a flank strap
‘on him. "My horse will kick you sometime too. '

My favorite horse-is-a* Appaloosa. "His name is Chief. We've only kad
him about a month. 1. s sort of gray with black spots on. It's sort
of white and grey with black spots. ' :

c

I ride to Jimmie's some times, Alkalai; you go across the bridge and up
the highway. ' Sometimes 1 go up Boothanie Road and to Alkalai. 1 take
a shortcut down %o his place.

We keep our horses in town now. We take them to Putney's Flat. Right
across from the garbage dump. That big field there.

1

{

How can this student-produced material be used to teach tﬁe literacy ski® ; as
sdentified in thé literacy unit? As stated earlier, it largely depends i the
students needs. These can be established by carefully 11§ﬁen1ng to the student
and identifying the areas he or she has difficulty with, but they can aiso be
established through more formal assessment tools such as the ggﬁg‘adu1t
assassment test. However ygu determine what needs to be taught, once’this has I
been done, the words provided by the student, often combined with commercially |
”producedhmateria\s and exercises, can provide ‘he basis for language stidy.
Listed below §re just a few examplés of activities that can be built around the
language-experience stor& above.

gkt




o Initial consonant sounds. ITdentify the consonent sounds the student s
unfamiliar with or uncertain of -- for example, /b/. Shew the Student e

capital and small /u/ and then have Wim or her circcle all the words that

-~

begin with /b/ in the story. Have the student identify the /b/ sound.
This can be followed up by having the student vegin a scrapbock of words
begianing with various consonant sounds. The student can fing pictuves of
items that begin with the /b/ sound and paste them in the scrap book,
writing the words beneath the picture- ’

o /ed/ endings. Have the student circle ail the vords ending with /ed/.
Explain the formation of the past tense and then have the student
distinguish between the different pronunciations of /ed/. Have the
student maka three columns, with examples fr~m the story (backea: AT
sound; started: /ed/ sound; and stayed: /d/ $§und), and then t.ink of
other words that -Wave the same ending sound. The instructor swould help

P

the studeat sort the words and ask him or her w make some generalizations .

about when different sounds occur. Yhis might be reinforced witn teacner-
develuped or commercial exercises. '

o Sight vocabulary. Placa words on flash vards and work with them oui of
context. Words an be sorted by beginning sounds, Yung vowel sounds, or
‘the same endinas, etc. "

o Cloze exercises., Take the story and rwmove every fifth word, then liave
the student copy the story, 7illing in the blanks with the original werd
pr andther that makes sense. This introduces the use of context ¢ives and
wriving. -

0 Silent /e/ ending. have the student circle all the single sy)lable words
in the stnry that end in /e/. How is the first vodel pronounced in wost
‘e.g., twice, time, name, ride}? What are the exceptions (e.g., there,

horse, were)? Place the exceptions on flash cards vo be learned as signt
vocabulary. o

. B0 -
34
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o Initial and final digraphs. lIdentify digraphs the student has difficulty
| with (e.g., white, §nprt%_gnief, threw, mon&ﬂ). Ask the student to think
" of other words that begin or end with the same sounds. Reinforce ' -

pronounciation through repetition and exercises.

™ o Contractions. Explain what a contraction is, using examples. from the

student's story (e.g., "I've"). Cositrast this with’the uncontracted form
("] have") and ask the student to identify patterns of construction, Have
| the student circle all contractions in the paper and then write them in

their uncontracted form. Provide other uncontracted words and ask the
student to write them as contractions. Have the. student think of all
contractions he or she cdn, and analyze them.

N
!

o Vowel Digraphs /oo/. Pick out examples from the story of the two

pronunciations, boot and foot. Have the student come up -with other words
that rhyme with these and place them in two columns. Provide new words
arid have the student try to sound them oz} correctly.
/ | |
Jcnfence construction, homonyms, b1ends, posse.s1ves, and many moré skills could
-~ also he taught from this single p1ece of transcr1pt1on.
The second example contains sampies of free-writing by a man who had Just
recently developed the skill and confidence to begin writing on his own. After '
{scussion with the instructor, the student decided what he wished to write.
apout. As you read throdbh these, think about the skills that could be taught
from the language provided.

[ wrote a letter to my broter. I h.d never written him a letter befor.
and ke can't read so his wife Mary will read it for him so 1 withed
them yond health and happ1nss for tae Christmas season. .

- 81 -

e




I 11k to see the birds around the house and garden. [ should make a
bird house for the robin's they like to mek there nest in a bulding for
safety. so does the blue’bird. Did you no we use to have lots of
bluebirds around our house be for the starling came to‘canada.

‘
The 1nstruct0r f1rst went through the papers po1nt1ng out spelling errors
(brother, wishes, bul]dlng, etC. ), and asking the student .o sound out the words
. and identify what letters were m1ss1ng or incorrect. She also noted that the
student was regularly omitting the silent /e/ at the end of words {1like, before,
make), so she reviewed this spelling pattern and gdve the student additional
~exercises to reinforce the point. She then took the opportunity to demonstrate
and discuss the use of verb tenses (wrote,'hgd written) and explained the
difference between "there" and "their.", again using commercial exercises to
provide the student with sufficient practice to ensure that he understood the
differences. A similar procedure was used for distinguishing between "mo" and
"know", * Seeing'that he misspelled "wished", she took the opportunity to review .
the digraph /sh/, asking the student to progide,ot%er examples of word\wend1ng
with thg\same-souhd. , ' o

R

I3

It is important not to single out all mistakes, but many other areas dould have
been worked on as well; Possessive pronouns, compound words (e.g., bluebird,
birdhouse), and forming plurals and possessives could be taugkv, as well as the
proper use df .capital letters, and correct sentence construction. Many of these
areas would arise naturally from a diScussion Bf the writing and would not
necessarily have to be worked with formally. The task of the instructor is to
determine which skill areas need attention and how intensive that work. should be. :
Your decision wiil depend on the ﬁersona]ity and needs of ealh individual
s%udent.

The final examnles are the first and second draft of a piece of free-writing done
by Nora, a more-advanced student in an adult basic literacy program. Nora was
proud of this story as it was her'first attempt at fiction. Read the first

LY

@
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version and compara it with the second, observing how through a process of

reflection, review, and analysis, Nora caught and corrected many cf her Spe11in§
and structural problems. ' '

The Move

One day a litter girl was siting on the step of her home, and her
Mothgr called her in the house to tell hur tha had soiled the hose.

She was not happey abut thise, to go to a nother city was hard for her
to understan way, She like it in theare hous it had being home to her
for a long time, al* her farend wore hear, she 1ike the school. She
went to her room and sat on the bed and cried, Her Mother came in to-
see if she could mack her darther understan tha thare Farther had a job
in @ nice plase up north a town colled Purines Gorge ind she will mack
new fariend and go to school and that well be a family all to getther,

She sat for a long time thinking of how she would do with out her
famley, and she knew the tha she would not be happy without them, so
she got up and came down to the kichen to say she was sorrey for ber
way she aced, her Morther gavid her a big hug, and all was will,

The Move =

One day a little girl was siting on the step of her home, and her
Mother called her in the house to tell her they had s01d the house.

She’ was not happy about this, to 'go to another city was hard for her to
understand.  She 1iked it in their home. It had been home to her for
a long time, all her friends were here and she 1iked the school.

She went to her room and sat on the bed and cried. Her Mother came in
to see if she could make her daughter understand that their Father had
a job in a nice place up north a town called Prince George and she will
make new frier s and go to school and they will be a family all

together, . ' ’

She sat for a long time“thinking of how she would do without her
family, .and she knew that she would not be happy without them, so she
got up and came down to the kitchen to say she was sarry for the way .
she acted. Her Mother gave Her a big hug, and ail was well.

- 83 -




Instructor's Comments . ,

The following are the-instruétor‘s notes on how she followed up on Nora's stoiy.

First Nora read her original copy out 1oudZ Many of her spelling and
grammar mistakes made reading difficult for Nora. We talked about a

few of these mistakes and she pointed them out. But most importantly,

we talked about the content 6f the story. She had communicated meaning

to me and I wanted her to know it. This communication is the primary ™
purpose of writing and the mechanics of writing are only a means to N
{his end. ‘ -. '

_We talked about why Nora had chosen to write about this. Nora had
raised six girls and had always been frustrated by the fact that she
~ did not know how to spell “girl", much less "daughter". These were key
" words for Nora. She had conquered the spelling of girl and wanted to
use it in her story. “Daughter" was still difficult for her .and she
. wanted to practise its spelling. S

Next, rather than marking up hef original copy, 1 asked Nora to rewrite
her story and to ask for help when she had any quéstions. As she

wrote, Nora asked for help with spelling words, punctuation, and
paragraph use. However, mady of the problems solved themselves as she .
took care in her rewriting. For example: "She was not hapfey abut
thise, to go to a nother city was hard for her to understan way" was
changed to "She was not happy about this. To go to another city was

hard for her to understand". The only help Nora asked for was the
spelling of "about", "another", and “understard". o

There are still mistakes in Nora's second copy, but we will work on
those later. First we worked on those thct she was conscious of..

As Nora asked for help with spelling words, I wrote these words on
flash cards. We ended up with a small stack of spelling words that she
was really interested in working on. She asked to go through them
right away. First she read them with the correct spelling and then ,
spelled them from dictation. We will keep these words until she has
mastered them. ' &
Next, we isolated some of the spelling difficuities and generalized
about them. For exampie, Nora had a tendency to use,"ey" rather than
"y" at the end of words: happey, famley, sorrey. We came up with a
list of words that end with this sound and she observed that not very o
‘many words end with "ey". She decided that when in doubt she would use
"y"" alone and would learn about exceptions to the rule as they come
along. " ) ’
We isolated the sight word “their". Nora had been having trouble with
their, there,and where because of the long /a/ sound. We also talked
about the homonyms hear and here. Both words were put on flash cards. .
Other spelling issucs were also discussed, and we dealt specifically
]

¢
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with the pronunciation of words such as "understand" in which she was
unaware of the final /d/ sound as she didn't use it in her pronunciation.
Structurally, the only issue we discussed was verb tense. The rest of
the structure, although there are.a few problem$, had been pul in order
by Nora. | AR
I asked Nora if she would be intgrestéd'dn'worktn? more on this story.
She said she would. 1 told-her that as-a‘reader I could visualize the
events of the story, but that I couldn't visualize the setting too
well. 1 asked Nora where’ they 1ived now. What kind of house did they
1ive in? What kind of néighborhood did they live in? What did the
girl- visualize when she -thought about being. without her family? Was
her house warm or cold? What did her bedroom look 1ike? Mhat did she *©
see whén she was sitting on the steps of: her home? Nora could see tha7 -
considering these questions could make her story more effective.} Nora
is keeping these ideas in mind as she rewrites her story for the’ third
time. ' , ’

/

This is what Nora and I did in one hour. We will be following lup her
third copy by going through a-similar process. -1 will be giving Nora
worksheets on verb tense from the Vancouver Community College manual -
and I will be asking her to use her spelling words in complete
sentences. 1'm also looking for other short stories that we can ‘read
together for enjoyment and that we can look at to see how other .writers
use descriptive language. . : - ‘ ’
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PRE-EMPLOYMENT SKILLS AND LIFE SKILLS

What are Life Skills and Pre-Employment Skilis?

Life skills are defined as the ski]ls, behavior, and know]edge that aid personal
affairs management. These skills cover such diverse areas as interpersonal
communication, child care techniques, assessing. strengths and weaknesses,
clarifying personal vaﬂues, functioning as a critical consumer,'and mastering
effective pre-emp]oyme4$ skills (e.g., in interviews, letter and resume |

_ construction, writing an11cat1ons, acquiring job 1nformation) Because it is

somet imes diff1cu1t to distinguish between 1ife skills and pre-employment skills,

, s in the case of commun1cation, values clarification, and the acquisition and
%se of knowledge, this section combines these skills into a comprehensive 2t of

(bbjectlves designed to be app]icab]e to a large number of real-life situations.
The fact that life skills and pre-employment skills are crucial in helping
individuals functinn effectively in contemporary ;ociety while representing such

~a broad range of proficiencies makes their teaching complex and critical. In the
theme approach advocated in these guidelines, life skills and pre-emp]oyment
skills can be taught in an integrated fashion o in specific units that focus
particular skills.

A Profile of Native Skill Levels

Natiyve peop]e in general possess highly developed skills .appropriate to the
part1cular cultural and social demands of their communities. . Many of these
sk111s fal¥into the co-operative/social/sharing domain and are part of—the
accepted, stated values and objectives of the dominant society. These va]ues are
compatible with the demands of both rural and urban societies. There is,
however, another set of skills that is not well developed in the economically

disadvantaged, native or non-native.
{
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‘Generally, economically disadvantaged people have inadequate job-related or
pgeremp1oyment skills. Whether as a result of the "cycle of poverty", individual
worf patterns, or cultuial conflicts, the problems are real and debilitating for
the individual. The lack of adequate skills results in Tow self-esteem, Tong
periods of unemployment or underemployment, frequent job changes, and'1ow and

unrealistic aspiration levels.

-y

Some of the inadequate job-related and pre-employment skills often associated
with economically disadvantaged individuals are

o0 alack of the skills required in the identification of problems; K

0 a lack of the skills necessary in gathering aqg using information

effectively;:

0o the poor ability to fofesee-prob1ems and the consequences for actions taken in
response to problems;

| o an inability to identify a variety of courses of action;

0 the use of an gmotiona1'rather than a rational décision-making process;
o the poor use of feedback;

o a lack to knowledge of employment types or opportunities;

0 tack of ability to.write applications and resumes effectively; ;
o poor job-interview skills;

o poor personal financial skills in budgeting aﬁd banking;

o an inability to make-%air and objective self-assessments; and

o poor self-presentation skills.




A job-reYated "profile" for phe-individua] described as having inadequate

skill and knowledge includes lack of self-confidence, failure to view criticism
constructively rather than as a personal attack, lack of effectiveness in seeking
help from others, and lack of effective job-related interpersonal relationship

skills.
| w

"ll

It is generally accepted that two distinct aid different skill sets must be
developed in order to be successful in employment activities: vocational or
technical training, and personal and pre-employment skills. In the past, most
‘manpower training has met the need of the technical or vocational training of
marketable skills. Tradltiona11y, it was- assumed that the characterist1cs
described as pre-employment skills were already present in the 1earner, were
attainable as a by-product of the training program, were 1earngg later as a
‘result of a successful job search, or were somehuw absorbed from contact with the
larger and successful working society. Unfortunately, 1nd1v1dya1s with poor
job-coping, communication, 6r pre-employment skills remained economically
disadvantaged, and were unable to put into use the newly acquired technical and .
vocational training. v -

) . )

This guide takes the position that the two components -- technical or vocational
training and pre-employment and 1ife skills -- must be offered in an interrelated
and complementary fcrmat to increase the opportunity for success.

Ski1l Objectives

~ Attainment of the following objectives will help the learner obtain the
information and knowled§e necessary for successful, personal affairs management
in general and for 6?e-emp1oyment activities in particular,

A. Self-Growth

1. the ability to foresee problems and to solve them
2. the ability to communicate successfully

I3
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assess accurately areas of personal strength

assess and use both verbal and non-verbal feedback °
establish realistic goals

develop self-directed learning techniques

3. the ability
4. the ability
5. the ability
6. the ability

8 88§

B. Job-Related

demonstrate strengths and competence in interview situations

gain knowledge and usquesources" J

3. the ability conduct creative job searches

4. the ability prepare application forms, resumes, and letters of application

5. the ability to be assertive and to resolve conflicts in the community and in
the workplace |

1. the ability
2. the ability

8 8§ 8¢

C. questic Affairs

1. the ability
2. the ability
3. the ability
4. the ability
5. the ability
6
7

cope with the demands and challenges of marriage
act effectively in childrearing/parenting roles
budget and manage finances

understand and use credit 1; an appropriate manner
act as a critical consumer

use bank services effectively

use leisure and recreation time constructively

. the ability
. the ability

g 8888 8¢

Teaching Strategies

As already noted, thé teaching of 1ife skills and pre-employment skills is
challenging because of the diverse competencigs involved. 1In a native context,
the instructor may find this compléxity further complicated. The instructor is
often non-native, the curriculum is often based on aﬁhon native culture, and very
often the underlying goal is to make the student conform to a prescribed, usually
European, set of behaviors. Even if this is not the goal, the native adult may
be sensitive to the other contradictions and possibly resistant to the




experimenting necessary in a successful pre-employment program. In general, the
native adult in a pre-employment class may not be completely convinced that he or
she needs to be there, may be skeptical of the goals of the class, and may lack
confidence in his or her own present skills and abilities.

To .overcome these problems and those of working with adults. in general, a number

of learning principles need to be taken into con§ideration.

¢
)

0 Adults are more .esponsible and mature in the sense that they are
self-directed learners with specific objectives and long-term goals. They
need to be treated with respect and will avoid and resist being placed in
situations in which they feel that they aré being treated 1ike chi1dnen.“

o Adults are v¢1untary participants; they come to class because they want
to. ) '

o Adults are far more complex as individuals, more heterogeneous as a group,
and have more experience than children. They often know more about scme
things than the teacher does, and they are not as ready to accept Whatever
the teacher or book says. The teacher of adults may find this to be an. |
opportunity, a challenge, or a threat, depending on how he or she views the
situation. i

0 Adults are interested predominantly in the short-tem application of what
they have learned. | :

@ ‘\‘
o Adults have many more pressing community demands to meet outside the
classroom than do younger people.

o A1l learners ave likely to repeat a behavior if they are praised or
rewarded for something they have done. Praise or rewards must come soon

after the learner has performed well and should be clearly connected in the
mind of the learner with what he or she has done.
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.0 The greatest carry-over value from the classroom to the learner's life is
one that gives the learner a sense of achievement’in‘hccomp1ishiﬁg his or
her own purposes.
0 Adults are'ofte; unrealistic about how long it takes to learn a skill and
may become discodraged and frustrated if they don't see evidence of tﬂfjr o
“achievement. ) 4

0 Threats and negati#e criticisin have unpredictable effects on the learner,
Such actfon may relieve the teacher's feelings or frustratibns, but may not
remedy the teaching problem.

/

0 Although we expect more of adults than chi dren, learning for both proceeds
slowly at first, then takes place more quickly as the learner acquires
sufficient background and confidence.

. - | >

o Forgetting takes the opposite pattern. It occurs rapidfy_at first, but as-
the materials are reviewed and recailed, the amount that is forgotten is
quickly reduced. - ¥ _i . -

'o - People Tearn wore quickly when the learning experience requires them to be
active rather than passive.

These princip1es'1ead to a number of learning hypotheses applicable to the
teaching of 1ife skills and pre-employment skills to native adults.
o -The best results will be achieved when learners are made responsible for
their own instruction through the use of group activities or other
non-direct methods. )

0 Instruction should be based on day-to-day or’significant experiences in
close relation to the specific social setting in which the student lives.
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o Programs should be directed toward the achievement of objectives the
learner fecls are personally meaningful. )
o Success is more probable if instruction begins at the level of competence
of the learner before proceeding to more abstract materials.
) Tae attainment of long-term goals requires skills and competencies . "
" developed from a number of short-range goals and activities. "

The two most important methodological censiderations are

1. that people learn best by doing, so the amoun} of lecturing by the teacher
should be kept to a minimum, usually limited to direction and
instruction-giving activities; and

2. that each jearner starts at his or her own ‘individual 1evel of knowledge
and skill and must be accommodated by the instructor.

“The teaching of 1ife skills and pre-employment sk111s can be d1v1ded into four
areas: self-assessment, introduction of new materials and skills, reinforcement
-and application of the learnings, and extension of the learnings.

¢ o

" Self Assessment. There are essentially two PurpOSes to self-assessment:
determining what the current situatio. is and determining what the situation
odght to be. Strategies for assessing the current situation for each learner are
detailed in the theme topic "ldentifying Persoral Strengths and Weaknesses."
Activities can be applied to the particular skill or topic under review. -
Assessing what the situation ought to be (i.e., identification of educational
needs) is far more comp1ex. Not only do personal needs have to be considered,

but social needs and community needs must be assessed and evaluated as well.

o,

Here are some strategies for identifying needs.
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o Exploration. The teacher and students research information for informal
~ discussions from every source readily available. Sources might include
community leaders, band leaders, ;riba1'0rganizations; Indian Affairs,
employers, other instructors, reference books,_libraries,'and industry

publications, étc. | »

o Interview. The teacher can discuss.with individual pa~" ipants, with
groups, or with outside agencies what the priorities .. iearning mignt be.
Learners can interview each other to assess common and uncommon goals, S
needs, attitudes, and beliefs. ‘ ' '

o tvaluation. Per1od1c'feedback from the instructor to the students’ can
provide the participants with an ongoing statement of growth and progress.

Adult Yearners sometimes have been alienated from the educational process and may

N begin with unrealistic expectations of themselves and the program. As their
involvement and knowledge increases, there is a change in their view of what
ought to be. - '

Introduction of New Material and Sk111s, and Reiﬁforcement and Application of the
Learnings. ‘Similar strategies can be employed in these areas. The following
» Chart 1lists several cémmon1y employed strategies and includes the general goals
" to which each strateqy is applied when teaching 1life ski]]s and pre emp1oyment
skills to native adults.

Teaching Strategies ) General Goal

Classic Lecture . ~ to organize and disseminate basic
Strategy facts, contepts, viewpoints,

arguments, etc., to relatively
» targe groups of learners

Traditional Recitation to engage students in active

(Question/Answer) teacher-controlled discussions of
Strategqy _ basic facts, concepts, theories,

viewpoints, arguments, values, etc.,
which are intended to help learners
generate and elaborate their own
conceptualization and arguments, |
. and/or to demonstrate knowledge and/or -
skill acquisition

f’ - 9% -

103

L e S




Teaching Strategies ) Génera}_Goa1A o

Multi-Purpose Small ‘ more student-controlled, learner-

Group Discussion . : centred counterpart of the Traditional

Strategy ' Recitation Strategy; particularly o

. * ' useful for problem solving and decision
making , S s

Role-Play to engage students in active simulation

Strategy . exercises for the general purpose of

- acquiring social skills, clarifying
values, or gaining an under~tanding of .
their own perceptions and attitudes,
and the perceptions and attitudes of .
others; particularly valuable in o
e interview-situation
Seatwork-Practice - . to provide opportunities for students
Strategy to gain appropriate practice in a
. ' variety of basic academic tasks
. Inductive-Teaching to develop inductive reasoning from

Strategy ~specific instance to large conceptual
organizations, theory construction, .
etc. g '

Scientific-Inquiry L to stimulate student ihterest in,

Strategy . ~ enthusiasm for, and ‘skill in employin§
basic research/inquiry strategies

Non-directive Teaching emphasis development of self-

Strategy - instructional capacities; personal
development in terms of-self-
understanding, self-concept, and self-
discovery

Classroom-Mesting . to develop personal responsibility and

Strateg, . A ~an awareness of classroom realities

» | Behavior-Moditication systematic, empirically based methods

Strategy : . or encouraging positive learning and

: ' social. student behavior, and
discouraging negative, disruptive
. student actions
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Specific activities for uﬁing these strategies in teaching [ife skills and

pre-employment skills age contained in the theme units. For example, these
activities illustrate how the instructor might approach creative job search,
applying and interviewing for a job, writing resumes and cover letters, étc,

Extension of the Learnings. As'suggested, it is not enough for students to only
. memorize, recall or 1nterprét information, skills, and knowledge. In the final _
. phase of instruction in life skfl1s anq.prekemp1oymeht skills, the students must
. extend the learning and be able to apply it to the situations they find
themselves in. Traditional teaching programs assume this stage of application
will be reached natura11y, but this often does not occur. Many programs for
'native people fail because the learnings at higher levels (app11cat1on ana1ys1s,
and synthesis) were not exp11c1t. Opportunities should-be provided for -divergent
thinking skills to be developed.. Divergent thinking is a more opén type of
thinking where the goal is to generate solutions or associations and where no

" answer has greater value than another in the process of generating alternatives.

When creating questions'or activities for developing divergent thinking,”teachers
should be aware that the process involves four distinct characteristics:
fluency, flexibility, elaboration, and originality. -

6
*

o Fluency: -the ability to generate a large number of ideas or solutions; the
generation of a quantity of ideas, words, titles, responses, phrases,
sentences, uses, consequences, productions (drawings, pictures, designs, or
other sense stimuli); the generation of synonyms, analogies, similarities,
problems of 1ikeness; how new ideas fit into a system or structure. and can
be organized into logical theories. '

o Flexibility: the variance of kinds of responses into classes; the number
of considerations of properties, étgributes, or inherent characteristics of
the problem or prdduct; the number of shifts of category responses, )
versatility, the number of detours; the freedom to make change; the number
of approaches or strategiés used in'seeking solutions and the “number of
changes in interpretation.

1
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o Elaboration: the proeuction of detgiled steps and a va?iety'of implications
"and- consequences. o B

- - v
. . . 3 .
". ' » ’ L4 - [ )
. i .
1

. . “ ] ) ' . -+
o Originality: the unusual, remote, clever, uncommon, infrequent, farfetched,
- noVel,'qr gifferent from the standard and rorm. "

Of the four ‘areas, extension of the Tearnings is the most cr1t1ca1 It ehploys
" the goals,.objéctives, and 1earn1ngs of the other three\areas and makes the
- activities relevant to everyday life. ' . -

-

© - TR
Sunm;ry |
A four-part approach -- . self-assessment, introduction of new materials and .
skills, reinforcement and application of the learnings and extension of the
learnings -- is one organizational tool for teaching and learning in a life

skills and pre- -employment skills program. It is up'to the teacher to employ a

variety of strategies and techniques in order to meet the diverse needs and
different learning styles of the students for each set of circumstances.
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BASIC COMPUTATION

Overview )

Because mathematical skills are more"hierarchical and have to be learned in a
somewhat sequential manner, it is difficult to teach computation exclusively
through theme units. Tho mathematical skills needed to complete a particular
activity (e.g., percentages in a questionnaire) may be beyond the abilities; of a
particular student. It s critical, thérefore, to have adequately diagnosed each
student -and to be prepared to provide instruction in mathematics in a “focussed"
manner, 1ndependent of the integrated themes..

This is not to say, however, that all mathematical skills must be taught in a
"focussed manner or that none can be learned from the activities im theme units.
_ Some theme units offer excellent opportumities’ to review previously learned |
mathematical_skills and to apply them 1n_practicé;situations.° Inhaddition. it is
~.quite possible (and sometimes preferable) to integrate the teaching of ~ -
mathematical skills with the activities in theme-units. Assuming that the
student has learned the prerequ1site skills (or that these can be taught in.
preparation-for the computat1on ‘tasks required in the a't3v1t1es), he or she is
more likely to master and remember a skill when it is learned- in a context of
genuine need, when the: learning grows .from the student requiring the skill to
comeégtg a project o activity. |

I other words,*mathematics should be tauﬁhp;'Whenever possible, through
experience. Teaching percentages in an isolated lesson is unlikely to have the
same impact as teaching the same skill while the students are work1ng on
compiling the results of a quest1onna1re and report1ng the results in

" percentages. In the latter case, the: need is. rgal the application immediate,
and there are ample opportunities for practice. - Also, because the learning is .
occurring in a group situation, there are nbrurtﬁnities for peer teaching.
Groups might be formed so that students wi are more accomplished in mathematics
are working with less-skilled students. o '
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_teaching process. This will be especially important later when you may need them
as community or cu]tura1 resaurcc persons.

The learning activities, whether they focus on spec1f1c skills or are part of an
1ntegrated theme unit, should emerge from the experience of the learner. This
means using relevant materials, creating meaning’. problems, developing
opportunities for concrete application of the skills, and extracting learning
opportunities from the needs and experiences of the learner.

Establishing a Baseline for Teaching Computation
Béfore beginning instruction, a baseline or individual profile for each student

will have to be estabiished. The procedure advocated here involves a brief
1nterv1ew and the use of an informal assessment test. :

L4

Some portions of most p1acement tests wi1b’gave to be done individually, and the
test included here is designed to be adminstered verbally on a one-to-one basis.
To expedite this process, you may wish to invite local neop1e such as home-school
co-ordinators, band administrators, social workers, or others tg assist with the
assessment. Besides gettin§ the help needed to administer the test, having '
outside personnel in the classroom will serve as an "“ice breaker". It will al so
involve band staff or communityhmembers—in, and make them feel part of, the

When testing, care must be taken to provide clear, precise verbal or written
instruction. To do thi: you should be aware of your student' s verbal and written
vocabulary level, and you should watch closely for problems inh comnrrehension of
instruction. Symbolism may also prove to be a problem; the studen. may know how
to divide but not recognize the symboP for division. 23

Good assessment is essential if you are to help your students develop their
k111s while avoiding teaching them what they already know. Here is one
procedure for carrying out such an assessment.:
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1. Interview students (or have them interview each other) to determine
information such as type of schooling, level of achievement in mathematics,
how .students' feei about the level of their mathematical skill, areas that
they have difficulty in, gnd math-rciated problems they've experienced in .
their lives, etc. '

2. Once you have a general idea of each student's background, administer an
informal assessment test such as the Mathematics Diagnostic Form included
at the end of this chapter. You may wish to simpﬁy use this test as an |

L example of how to construct and administer an assessment test and then
develop your own. | | \.

3. You may have to prepare or locate a more specific test to identify areas for
" remediation. For example, a student may pass through the subtract1o"'90rt1on

of a general diagnostic test but stumble on division because of subtraction
skills involving regrouping, which may not have been picked up.

Scope and Sequence of Objectives
The fdtlowing list of objectives is adapted from the quic lL.eve? ABE Mathematics
profile Chart produced by the Department of Education of the ! thwest

--Territories, and-is reprinted with perm1551on7mmNonxhweﬁt_Iex_ltgries Education.

Required Skilts

A. Using Whole Numbers

. Count with whole numbers.

. Read and write whole numbers.
. Round off whole numbers.

. hdd whole numbers.

. Subtract whole numbers.

Multiply whole numbers.

. Divide whole numbers.

. Solve simple word problems involving whole numbers.

.
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B. Using Fractions | S .

1. ldentify a fraction.
z.ﬂgead anq:write fractions.
3. Add fractions.

4. Subtract fractions. o
5. Multiply fractions.

6. Divide fractions.

7. Solve simple word problems involving fractions.

"C. Using Decimals

Identify the decimal part of a fraction,

Read and write decimals.”’ o

Add decimals.

Subtract decimals. ' : ¢

Multiply decimals.

Divide decimals.

Round off decimals.

Change decimals to fractions and vice versa.

Sotve simple word problems inveiving decimals. . ¢

[
[ .
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D. Solving Measuremenpﬁgrobﬁéms"

1. ldentify units of time.
2. Solve simple problems involving units of time.

3. ldentify metric units of 1ength.

4. Solve simple problems,involving units of length.

5. ldentify metric units%of 1iquid volume.

6. Solve simple problems involving metric units of liquid volume.
7. ldentify metric units of mass.

8. Solve simple problems involving metric units of mass.
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Optional Skills

E. Using Per Cents

1. De e,op the concept of per cent.

2. Read and write per cents.

3. Change per cent to an equivalent fraction and vice versa.
" 4. Solve simple word problems involving per cents.

F. Calculating Perimeters and Areas
1. Identify plane figures. °

2. Calculate the perimeter of plane f19ures
-3, Calculate the area of plane figures.

Instruétiona] Suggestions

Perhaps as much as literacy,.learning mathematics can provide many immediate,
useful, and practical skills. For a person wWith few mathematical skills, a trip
to the grocery store or bank can be an extremely upsetting and frustrating,
experience. These ‘experiences can serve to erode students' confidence in
themse]ves and their own sense of efficacy Instruction 1n mathematicsm(as in

. computation is not a mystical or magical process. It must show the 1earner that
he’or she is capable of performing math operations. To facilitate math learning
for understanding, the instructor should

0 ground the computation in practical situations;-

o stress the rational nature of mathematics;

o work to increase confidence by moving to more advanced topics only after
the mastery of more basic skills has been achieved. (Problems-in

addition will reappear in many more advanced operations. For this
reason, a good founaation must be established before progressing);
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0 work to bond the concrete to the abstract through the dge of objects such
as blocks, pennies, or marbles. (This may be especially important for
native learners.); | .

0 use every teachable moment. There will be times when ihe student
experiences a personal need for a skill as he or she encounters problems
in the theme units. ‘

A few of these points déserve'more attention. Grounding the instruction in
practical situations means organizing learning activities thi. link up with the
students' needs and exﬁerienbes (e.g., a comparative shopping survey between
Tocal food stores, balancing the students' cheque books, or designing family
budgets). Many other ideas ére contained in the theme urits. A good starting
activity might be to assess the mathematical needs of stuents as a class or on an
‘individual basis. This assessment would seek to identify life situations where.
the student has found his or her mathematical skills to be inadequate.

anding the concreté'to the abstract has special implications for native people.
As some research suggests, hatfve people may be more visually and tactile-
oriented. Therefore, the more opportunities instructors can provide for concrete
demonstration and student manipulation, and the more they can present information
in diagrams and schematic representations,‘the more 1ikely they are to experience
“"suééégéng{th.tHEiFmétuaeﬁis:w“mmwmanmm"MM_WWNMMNJ_M“mm_mwﬁmhmhwmmmw_MWWMm_hwv"Mw

As in other areas, mathematical instruction must be relevant. Ways of ensuring
relevance are suggested in the above points and in the theme units. Another
means of building-in re1evanée is in the use of word problems. It is important
to uée word prbb1ems especially with adult students, as these problems emphasize
reasoning, can be designed to reflect a student'sbackground and interests,
parallel real-life situations and needs, and require that the student be able to -
determine what mathematical operation is needed to solve the problem. In a
literacy program, they have the added bonus of providing opportunities for
reading practice, the development of a specialized sight vocabulary, and the
practical application of literacy skills to other situations..




Word prob1ems don't have to deal with apples ard pears. A little effort and
research on the instructor's part can provide 1earners with situations that are
“meaningful and relevant to them and impart 1mportant information. Here are sume

éxamp1eSa '

o 1In 1979, there were 302,500 status Indians in Canada. What is the indian
population to the nearest one hundred thousand? . | |

o There are 55,000 Indians in B.C., 35,000 in Alberta, 43,000 in
‘Saskatchewan and 41,000 in Manitoba. What is the total number of Indiané
in the four western provinces? -

| o Of the estimated 300,000 Indians in Canada, 90,000 do not live on-

reserves. How many do live on reserves?

. \

o 342 demonstrators decide to ride by busﬁﬁQ Ottawa to support Indian
$elf-government negotiations. Each bus will hold 43 passengers.

(a} How many buses will they need?
(b) How many empty seats will there be? v
(c) 1f each bus costs $1200 to rent, how much\wi11 all of them cost?

"o In 1968, there were 11 native newspapers and magazines.” In 1978 there™ ™

were 44. How many times more newspapers and magazines were there in 1978
than in 19687

* Questions can be adapted to a local community as well, of course, but the point
is that mathematical problems, too, can refiect the realities and concerns of the
students.

Because you will probably encounter a wide range of skill levels ‘in your class,
some furm of individualization will be required. This can be done by organizing
the materials in operational units, blacing students at the appropriate point,
and having them work through the material. Because this is somewhat
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inconsistent with the integrated approach beina advocated, we would advise that
this approacii be used minimally. Instead we would suggest small grodp and
individual instruction where necessary and group work and peer-teaching whenever
possible. Peer-teaching will not only encourage student-to-student interaction
and problem-solving, it will also free the instructor to work more intensively
with those students who require individual assistance and demonstration. It also
allows ‘those who have mastered certain skills to review them and gain '
self-confidence.

! AN

: N
Whatever methods of instruction are chosen, remember to keep instruction\ét\the
student's appropriate level of language development. The language and concepts
used must be familiar to the’student. The vocabulary of computation must be
tadght, and concepts .such as numbers, numerals, sets, equations, equals, greater
or less than, adding, taking away, etc. must also be taught. Don't assume your

student understands a concept or the vocabulary without verifying this first.

In the teaching of mathematics, it is ‘mportant to gather as many resources as
possible. What is unsuccessful with one student.may work with another. The
comaunity itself provides many resources such as a bookkeeper, the band manager,
an accountant, band teachers, and social workers. Don't miss an opportunity to
use these community resource people in the class and to borrow from their
experience and expertise. Other sources of information are elementary, high

““school, and other adult education math instructors. ~If your local community ~

college has a basic-literacy program, they probably will have collected texts and
materials,. A careful review of the resources 1isted in the Adult Basic Literacy:
Curricutum and Resource Guide should prove helpful.

Games.are. another effective means of teaching mathematical concepts in a
painless and entertaining way. There'are hundreds of games involving
mathematics; many are contained in the books listed in phe Curriculum and
Resource Guide, and many commercial games can also be used such as Scrabble,
Cribbage, Monopoly, Yahtzee, and Mastermind.
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Some informal materials can be used in the classroom to assist in the teaching of- ‘
mathematics,. such as: e e TATIET ST T

3
o

o recipes; _

o labels on cans and other food packages showing prices and discounts;

o household bills, bank book; .

o carpentry projects that require measuring with a carpenter's square or
measuring tape; T '

o newspaper ads for grocery stores, clothing stores, etc.; and

o coins and bills for counting, making change, and working on decimals.

LS
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Mathematics Diagnosis Form

=21l -

ALGORITHMS FOR NATURAL NUMBERS SAMPLE ITEMS COMMENTS
ADDITION Counting forward Start at 37, count by ones{
. | Start at 87, count by ones.
Meaning'of operation Show me 9+6 with the blocks. ‘ _
Basic facts - to 10 3+]1 543 Strategy - Automatic Response
: - to 18 7+8 649 Strategy ——_ Automatic Response — |
Single column with no 2+3+2=(7) -
regrouping ’ 3+3+3=(9)
{Single column with 6+2+7=(15)
regrouping (bridging) 8+3+2=(13)
Two-digit numbers with 48+24=(72) 97+38=(135)
reg. & without grouping )
Three-4igit numbers with  |463+965=(1 428) 648+392=(1 040) B
regrouping : .
SUBTRACTION Counting backwards Start at 45, count back.
: Start at 121, count back.
Meaning of operation Show me 11-4 with the blocks. nmfake away idea
- - adding idea T
Basic facts - to 10 8-3 7-5 Strategy Automatic Response
: - to 18 12-4 17-9 Strategy —  Automatic Response —
No regrouping 86-25=(61) 485-63=(422)
With regrouping |37-10=(18) 759-389=(370) 7 423-975-(6 M6) -
One 0 in the minuend 503-175=(328) 3 084-1 537=(1 497)
{Two consecutive 0's in 2 001-1 875=(126) 4 010-1 876=(2 134)
the minuend ! ,
' Hs
MULTIPLICATION {Skip counting

s

Start at 3, count bg twos.
N

Start at 85, count by fives.

@2
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Mathematics Diagnosis Form

ALGORITHMS FOR NATURAL NUMBERS

 SAMPLE ITEMS

> COMMENTS

{p1vISION.

Show me 18:3 with blocks.

MULTIPLICATION Meanihé of operation Show me 4x3 with the blocks.
(continued)
. Basic facts - to 50 3x7 2x8 4x6 123
Voo - to 81 9x6 7x8 9x9

10 and its power as factors |10x6 8x100 1.000x7 )
Multiples of powers of 10 |20x8=(160) 7x300=(2 100) 50x60=(3 000)
One-digit multiplier, 123x3=(369) 403x2=(806)
no regrouping | -
One-digit multiplier, 36x4=(144) 572x6=(3 432) |
with regroup1ng | .
Two-digit mu1t1p11er 78x35=(2 730) 608x87=(52 896)
Three-digit multiplier, 764x203=(155 092) 907x453=(410 871) .
including zero ,
Meaning of operation How many groups of?

Sharing idea.

Basic facts - to 50
- to 81

20:4 2433 42:6
56:7 64:8 81+9

One-digit divisor, no

“{remainder

3[69=(23) 3[78=(26)

One-digit divisor, with
rema1nder :

4[85=(21r1) z[Ei‘ (206r1)

Two-digit divisor without
or with remainder

12 [183=(11r11) 45 r— (13r22)

Zero in the quotient

4[81=(20r1) 6[615=(102r3)

119

120




& ’ .
& -
Mathematics Diagnosis Form
'ALGORITHMS FOR NATURAL NUMBERS SAMPLE ITEMS , COMMENTS
IPLACE VALUE Reading & writing numbers to 2 digits, to 3 digits, to 4 digits ‘ /
Expanded notation What does the 8 in 876 say? > - i
Adjacent column - How much big%’e‘r is this column (tens) B
 generalization | compared to that column (ones)?
Remaining for operations 7 tens + 16 ones = - 63 = 5 tens + ones
| " 513 = tens + 3 ones e
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NATIVE CULTURE

Understanding and Using Culture in the‘CIassroom

p
Using native culture in ihé classroom can be risky and, if done poorly, can
» tually do more harm than good. Most of the dangers can be uvoided if the
instructor has a thorough udﬂerstanding of the concept of culture.. Armed with
this knowledge, the instructor can then use cultural stud1~, to make the
classroom a more mean1ngfu1 and vital place of 1earn1ng. :

The;; are two primary mistakes sometimes made by teachers in using native
cultural themes the culture is trivialized by being portrayed as simple and
primitive, through a superficial treatment of only the material dimensions of
culture; and, native culture is presented as something that ceased to ex1st with
the introduction of the European.. It is not surprising that teachers make such
errors, since most of us have learned what we know about native culture in
precisely this fashion. As Erickson and Mohatt said: "In teacher education
courses (teachers) learn that 'culture' is formal, explicit patterning, primarily
producing artifacts and languages. The idea . . implicit, jnforma] culture

- shapes people's ways of acting in everyday 11te Jdoes notLgengrally seem to be
taught to {eachers whether -Indian or--non--Indi.a-nw"-- A T e

Lndeed, our own school experience tends to reinforce this view. When students
study Indian culture in grade 3 or 5, they generally make a model tipi, or dress
a doll in buckskin clothes. They may listen to a few stories, probably designed
for children, and learn a simple dance. What emerges is a sense that Indian w
culture is a simplistic, shallow, and crude way of life, woefully inadequate when
compafed to European - standards. -

Such a comparison is specious in itself. As George Manuel points out, if we were

to compare the Indians' way of life with European lifestyles of the same period, @Q
(rather than the implied comparison between native culture then and North

American conditions now), students would come away with a more realistic view.
Europeans, he points out, were living in-a feudal system that saw the vast

majority existing in abject poverty and in a statg of virtual slavery. OUne out
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of ten had deformities, as a result of malnutrition. Most lived in crude stone
huts with thatched roofs and 1ived on wheat, millet, and milk. Meat was
virtually absent from the diet of most peasants. Indeed, Manuel tells us that at
the time of European contact, the political system and diet cf the Indian were
more similar to the political system and diet of North Americans today than to
those of the Eurncean of that time.

The important thing to remember is that all cultures have grown and benefitted
from contact with others, and that no culture can claim a position of
superiority, especially when judged on the basis of all of the cultural
dimensions rather than simply the material ones.

The following four definitions of culture reflect different views. They define
culture as

0 a dialectic between people who shape their culture through interaction
with their natural and social environments and not a given that shapes
the 1ives of people who share it (Roy Wagner);

o the active role of people in and with their reality 1nc1u9?ng the role of
nature in altering »nd mediating that position as well as role of people
_ in recreating.or changing the .world they. did not make... This recreation
occurs through their labor, human relationships, and ontological
experiences (Paulo Freire, 1976);

o an integrated.system of beliefs and behavior which is directed at
maintaining the people who live within the context of those beliefs and
behaviors (Wilson Duff, 1983);

0 the sum total of ways of living built up by a group of human beings and
transmitted from one generation to another (The Random House Dictionary
of the English Language).

- 118 -




The last two definitions coﬁtain the more conventional perspectives on culture,
while the first two emphasize the adaptive, dynamic nature of culture. Culture
is not static but is constantly changing to-accommodate new physical and social
conditions. Consequentily, native culture of today, while having its roots in
traditional cultural patterns, has undergone tremehdous change in response to the
profound alterations of conditions as a result of the introduction of the
_European. This change will continue, at least-in part, Freire and Wagner tell
_us, through ﬁhe intentional, active involvement of the members of that culture.

An interesting exercise to do with students is to have them brainstorm all the -
aspects of culture that they can think of (e.g., food, housing, marriage customs,
values, religion, and clothing) and 1ist these on the board. Circle all the
material culture items and ask students to figure odt what distinction .you're
making. Then discuss the difference between material and non-material culture.
What is usually stressed in schools and society? Why?
Returning to your 1ist, ask students to identify what isn't there, what isn't
culture. They should be able to see that those things that are part of nature
~ (e.g., rocks, trees, rivers, etc.,) are not culture until they are used or .
- altered in some way by man. Thus Freire's statement: "As flowers, they are
nature. As decoration, they are culture." It is this dynamic between men and
~ nature that produces culture. |
People interact with nature in different ways. By definition, all.cultures alter
‘nature, but some more so than others. If we drew a line with "Adaptive" on on?
end and "Altering" on the other, all cultures would fall somewhere on this
~continuum, with European cultures tending toward the- "altering" end and |
traditional native cultures toward the "adaptive" end. What are the implications
of this? Have altering cultures, by_producing more material wealth, proven more
successful?  Ask students the following question and write their answers on the
board. "What should all cultures provide its members?" You might getvanswers
such as food, shelter, security, a sense of belonging and of identity,'
satisfaction, positive self-concept, etc. Try not to focus on material aspects
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and be willing to question culturally based assumptions such as money, jobs,
c1othing; etc. Compare the criteria generated with Maslow's hierarchy of needs
for the individual. Maslow postulated that all human organisms are driven to
satisfy a basic set of needs, and that these needs are arranged hierarchically.
That is, once a lower-level need is fulfilled, the next level of needs emerges
with the same strength. Maslow's hierarchy of needs begins with physical needs,
followed by security, love and belonging, se]f-esteem,'and finally

sel f-actualization. Using the 1ist of needs provided by the students combined
Qith Maslow's 1ist, generate a discussion around whether western cuiture or
so-called primitive cultures (native Indian for example) are more successful in
‘meeting these ovgra11 needs. Taking this perspective -- that cul tures should not
be judged merely on their ability to provide material goods and security but on
their ability to satisfy moré subtle psychological needs as well -- a-position of
cultural relativism can be achieved.

To guard against the trivialization of culture, it is important to gain an’
understanding of the totality of often-ignored cultural dimensions. Listed below
are nine "universals of culture" -- aspects that are found in all cultures. Full
exploration of these can begin to provide the basis for a full appreciation of
any culture. ' '

‘o Material culture: food, clothing, housing, transportation, and tools

o Arts, play, and répfeation: fine arté,_drama, beauty, and taste
o Social organization: sopie;ies, families, and kinship systems

o Language and non-verbal communication

o Social control: government system, rewards, and punishment

0 Conflict and warfare: defense systems, practices of warfare, conflict,
and conflict resolution

o Economic organization: trade, production, labor, property, and standard
of living
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o Etducation: formal and informal
o World view: betief system, religion, and values

To further explore the material/non-materdal distinction and to illustrate how a
culture can change dramatically ir a material sense while maintiining its core
intact, try this exercise with your students. "Prepare a sheet of paper with the
‘headings "Material Culture" and "Non-Material Culture". Break each of thase into
two columns, "Traditional" and "Borrowed". Have the class watch Cree Hunters of
Mistassini and code the cultural -aspects portrayed under the appropriate |
headings. (For a .literacy class this could be done co1lect1ve1y on the board,
with students offering aspecis orally and the teacher writing them down. These
words could provide a good opportunity for language study and vo.abulary
dgve]opment); For éxamp]e, 1anguage would be an g;amp]e of “non-material,
traditional", and a chainsaw an example of “mg;gf?a],'borrowed".

s
»

‘The two columns that will probably be longest are "material, borrowed" and
"non-material, traditional". Is the Cree culture intact? What then, is at the
core of a culture? What have the Cree people retained from their traditional
culture? What have they borrowed? \Why?

~ Linking Traditional and Contemﬁorary Culture -

Cree Hunters of Mistassini provides one wmeans of demonstrating how a culture can .
_Change but retain the skills, values, and attitudes that the members feel are
'sti1T valid and valuable. A discussion about how native culture has changed, and
why, can help link the past wiih the present, To what extent was cultural change
- forced upon native people through laws, residential schools, disecase, population
decline, religion, and altered economic conditions? Were changes made
voldntari]y? Who decided to make changes and how were the changes made? Weie
the changes for the better? What traditional skills, knowledge, and attitudes
are still valid today? Can they .be retained or reintroduced? How?

R F1:




A variety of techniques can be used for relating traditional and contémporary
culture. A unit topic, such as family, might be preceeded by identifying the
equivalent word in the local native language. In many languages, there is no
exact equivalent. Instead, there are words that include second and third
'cmusins, and even the entire community. What are the cultural implications of
this? How was the family seen traditionally? Has it changed? How? Look at
words for specific relationships. Are there words for brother and sister, or
separate words for an older brother and a younger one? Are thefgzzords for
uncle, aunt, and grandparents? If not, what terms are used? How \does this
indicate how these relationships were viewed? How have they changed? Why?

You might also use pictures or slides, which'can be powerful tools for generating
reflection and discussion. 'Show pictures of a traditional long house or
"kekule", a turn of the century log cabin, a 50s DIA house, and a new house built -
on the reserve., How has housing changed? Why? Are the chan_ * the better?
How were the traditional houses adapted to the 1ife style and i sical.
environment of the people? Why did people move into cabins o  to DIA homes?
What has happenéd in recent years to improve housing? How hav. .ative peoples’
attitudes toward their housing changed since contact with non-natives? Why?

To study how native education has changed, have students brainstorm elements of
the traditional education system (e.g., community-oriented, experiential,
‘practical, whelistic, co-operative, process-oriented, and informal); then,
examine these elements in terms of what is happening in their comnunity's schools
now. Are the traditional methods still valid and workable? What would they look
Vike today? How would the content be different? Which, 1f any, are being used
‘n the present schools? Winy?

A study of cowmunication styles offers a fascinating opportunity to relate

traditicnal culture to contemporary culture. Observe, and preferably videotape,. ... .. ...

an elders’ gathering. How do they interact? What sort of eye contact do they
make? How close do they sit? What gestures do they use? How are silences dealt
- with? What do they talk about? How do speakers signal they wish ti~ floor?

Does their tone reflect emotion? Is inflection used for questions or emphasis?




This analysis can be done by the class while viewing the videotape. How is the
elders' communication pattern different from that of Europeans? Which of these
patterns are. apparent with younger native people? Which have changed?

As native se1f-goyernment becomes more and more a rea11ty, a study of traditional
~governing patterns might provide directions for future deve]opment. Who had an
opportunity to preseht their point of view? When? How were councillors chosen?
By the chief (if there was a chief)? -What powers did they have? Which of the
traditional organizational patterns would be viable today? What kinds of changes

would they necessitate? Would they improve the existing system? How has this
system evolved? : '

Nhetﬁer the students examine traditional medicine, religion, spirituality,.child
development, or crafts{ cultural elements can be treated not as static, obsolete,
charming elements of a dead way of 1ife, but as the roots of a thriving and
dynamic .culture. They are the body of skills, knowledge, and attitud:’Pevo1ved
over thousands of years that native people can regard with pride, and apply to
their present ciroumstances. The study of traditional culture provides a better
understanding of contemporary circumstances and, as a system of highly developed
and workable methods and perspectives, cai provide valuable guidelines for future
development. .

Cul tural 0bject1ves

Some poss1b1e trad1t1ona1 and contemporary materia] and non-mater1a1 cu]tura]

objectives for literacy students are o

A. Tradi tional

(1) to develop an understanding of the tribal group/band's . traditional language, .
both verbal and non-verbal;

(2) to develop knowledge of the tribal group/band's history from pre-contact to
conte  rary. times;

-

(3) to develop knowledge in traditional Indian leisure activities and sports;
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(4)

(5)

{6),

(7)

(8)

(9)

(10}

(11)

(12)

(13)

(14)

to develop knowledge of traditional sex-role activities carried out by
members of the. tribal group/band; |

to develop knowiedge of traditional community events, 1nc1dd1ng funerals,

marriages, rites-of-passage, naming, and other cuiltural activities;

to develop knowledge in the traditional family or social organizatign of the
band/tribal'group;

to develop knowledge of and competency in ¢oine traditional health practices
including healing ceremonies ard organic medicines;

to develop knoﬁiedge in the traditional religious ceremonies of the tribal
group/band; | '

to develop knowledge in the creation legénd and other legends of the tribal
group/band and the creation legends of other Indian mations; '

) / .
to develop knowledge in the traditional values and beliefs held by the-
tribal group/band concerning land use, the natural environment, hunting, -
fishing, and gathering activities;

to develop knowledge in the relationship between IndianIMAtéE{éi'Séfféitfes‘ﬂ 
anc their non-material cultural significance;

to develop knowledge 1n'traditicna1 Indian child-rearing practices;

to develop knowiedge of tradi;ional Indian music and its relationship to the
tribal group/band's material and non-material culture;

to develop knowledge of traditional clothing, housing, tools, and utensils

and their relationship to the tribal group/band’s values and beliefs, social
organization, and art;
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(15) to develop knowledge in traditional nutritional and dietary habits; and
(16) to develop knowledae of traditional education practices.

- The following contemporary and future objectives are oriented around doing; they
take the above knowledge and apply it in more personal and concrete terms. These
objectives are as follows.

B. Contemporary -
(1) to develop a strong Indian identity and se1f-concept; , - :

(2) to develop a working knowledge of an Indian language;

(3) to develop a sensitivity to:and skills in non-verbal communication,
traditional to the band or tribal group; |

"(4) to learn a traditional sport or leisure activity;

(5) to participate in a traditional religious ceremony of the tribal
group/band; ' '

'(6) to organize and implement'a community event related to a traditional = R
~community celebration;

(7) to develop specific traditional child-rearing skills through experiences in
and out of the classroom;
. N
(8) to participate ina traditiowal healing ceremony and to practise using
< traditional organic:medicines; "

(9) to.deve1op expertise in the legends of the tribal group/bard through oral
language experiences; -
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(10)

(11)-

(12)

- (13)

- (14)

(15)

(16)

to develop expertise in and the abili'ty to apply traditional beliefs and
values of the tribal group/band regarding 1and use, the natural environment,
hunting, fishing, and gathering activities through survival camps. and other
means.

\

/ &

to develop skills in the traditional' dietary and nutritional ways of the .
tribal group/band through classroom projects and activities;

to develop skills in Indian arts and crafts as they relate to the tribal
group/band”s traditional arts and crafts;

to develop skills in Indian music; rﬂi\*\

to develop skills in making traditional Indian clothes, she1térs, tools, and
. v o
utensils of the tribal group/band;

to gain an understanding of how traditional beliefs and social patterns can
be applied to contemporary problems and conditions;

to be able to récognize traditional cultural patterns that have pérsevered

into present culture;

(17)

(18)

Incorporating Native Culture in the Program A

The i

14

to develop 4 vision of what Indian self-government means and how this can be

built upon the foundation of traditional cultural structures; and

to gain a better understanding of contemporary Indian culture and how it is
changing and adapting. ’

ncorporation of Indian culture into a basic literacy program requires an

in-depth analysis of many critical factors related to the educational and |
communi ty environment of the literacy course. In most cases, the instructor of

the 1

iteracy program will have to determiﬁe, in &onjunction with community

resources and students in the program, the extent of the Indian cultural studies
component. '
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In the® past, programs that included aspects of Indian culture in the curriculum
emphasizedlindign material culture. This usually takes the form of Indian arts
and crafts that‘éan be taught in-a classroom or school environment without regard
to a specific Indian cultural group. Unfortunately, however, the”traditional
relationship between w .erial culture and non-material beliefs, values, and ideas
~is generally missed and students leave without obtaining important knowledge
about their culture.

Another difficulty with some Indian cultural studies programs is the lack of
relationship they have to the local Indian community or geographic area.
.Throughdut North America, Indian tribes developed unique material culture
traditions that were linked to their world view or non-material belief system.
Some have been lost over' the years but often they are ignored and Pan-Indian arts.
and crafts courses are inc1udéd instead. An opportunity to draw the program into’
the history of the community and to provide a bridge from the traditiomal to the
contemporary is lost.

-~
»

Before 1ncorporat1ng Indian cultural studies objectives, the person responsible
for co- ordlnat1ng the - literacy program must spend some time investigating:. the
cultural traditions (both material and non-material) of the Indian community; the
resources of the Indian community, in:human and material terms; the interests of
the students; and, the financial resources of the 1iteracy progrém Students

“"will piay a key role <in this and will provide the introductions needed to gain o

~access. to information from the community. Band education people, e1ders, and
staff at the band office can serve as important cTntacts, for advice and possible

direction.
i
_ J

In an urban environment, the inclusion of Indian culture in the program is more
difficult from a community perspective. The human resources found in reserve °
communities are often not available, and programs must rely more on print and
audio-visual information. Depending on the urban environment, access to material
resources is available through libraries, universities, museums, and other
institutions holding research material.

’
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Since native populations in an urban environment are more diverse, cultural
studies- objectives should be more global in nature. Students in the program may
represent a vai‘iety of triba1 groupings and, therefore, creating objéctives and
" learning activities reflective of those differences is extremeiy interesting.

The process of intergrating Indian culture into the 1iteracy classroom, whether
the course takes place on the reserve or in an'urban setting, depends on the
amount of time and energy the literacy instructor wants to spend on it. The
in-depth personal involvement required in locating community, human, -and material
resources, setting-up culfural activities spending time conducting them in and
out-of the classroom, ‘and evaluating their impact on the students and conlnunity.
is tremendous. However. the results will make the course meaningful to students
and their community, and will strengthen the contemporary culture of Indian
people as a 1iving and growing entity. ' |

. o L

The process of implementing the Indian cultural studies program depends on:

0 the availability of human and material resources‘in the Indian
community; '

0 the cost, if any, and the financial resources available to meet them;

” 0 .- the ob:]ectives tO be met andtheir ‘sc'o'pe; e

-

o the instructional methods to be employed; ‘

o the allocation of time within the totaT course to allow skill
development; ' |

0 the students' feelings about the cultural objectives and learning
methods; and

0 the actual and/or anticipated support in the community.

~

‘ -




The objectives for incorporating native culture in the program are quite
extensive. It is possible to 1nc1ude Indian Dontent leading to most of these
objectives throughout the entire course. Given the availability of community
‘resource people and the amount and availability of print and audio-visual
resources, students can be engaged in meaningful learning activities that not
only teach basic literacy skills, but also enhance their cultural skills and
knowledge. The theme units in this curriculum indicate some of'the_ways\tbat
cu1tural'and literacy skills can be blended together.

In some cases, -the commqnity's resources for use in the program are limited.
This can restrict activities both in and out of the classroom. The students,
however, through utilization of material resources and through other activities,
can become the generative force in the community to'deve1op significant cultural
rebirth. Again, these activities can pervade the program. Besides dealing with:
culture in its broadest sense in all aspects of the program, instructors may want
to emphasize traditional mater1a1-cu1ture activities. This is only possib1e if
expertise and human resources 1n the community are available to 1nstruct in these-
skills. Generally, time is set aside from normal classroom activities and
community people are brought in to teach. -Discussions with instructors on
teaching methods (some remember only residential school teachers) is important
and, if possibfe, the instruction should occur in a community'faci]ity.

| A

““The instructional methods utilized{n-the Indian cultural components should -~ -~

reflect a hands-on experiential approach. - The more concrete and
activity-oriented the obJectives, the more 1ikely the students will reSpond to
them. Resource staff from the community should be encouraged to take this
approach as well and involve themselves in an informal way when. teachéng a
cultural skill.

_The involvement of students in the selection and implementation of the Indian

cultural components is critical. The extent of their involvement in it will have
| important ramifications on how the program is accepted and built into the
community. Once students become part~df it, many of them will generate new
activities in the classroom and in the communi ty.

e o




Securing additional funds to hire community resource people and to purchase
cultural materials beyond what the program allocates can be undertaken. Sources
in the private and public secters have small grants available for Indian cultural
programs (e.g., Secretary of State, Government of Canada; First Citizen's Fund,

. Province of British Lolumbia; *he Vancouver Foundation; the Bronfman Family

Foundation of Montreal; and, the H.R. MacMillian Foundation of Vancouver).

o
The students can also generate funds through rafflies and fund-raising projects as
well as through -the sale of material-culture articles made in the program.
Again, activities 1ike these build a relationship with the community and indicate
that the program is part of the community.

Getting the'program into the communitj, through the techniques listed above and
many others relevant to specific situations,‘must be the focus of the cultural
studies program. Educational programs for Indians, implemented by institutions
from outside the community, have often ignored the 1ife of the community. This
has resulted in isolating the classroom or program from many resources that would

" be of benefit to it. In addition,-the students miss the opportunity of using

their educational development to assist their community. By bringing the program
into the community and the resources of the community into the classroom,
startling results can occur that further the students' personal education and
development. and the cultural growth of the entire community.
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~PART 2: THEME UNITS

138




INTRODUCTION TO THEME UNITS

What 1s a Theme Unit?

Theme units are curriculum units that combine the concepts, skills, and
objectives of the vdrious content areas already outlined -- basic literacy, life
ski]]s,’computation, and cultural studies. Theme units have also been called
"integrated" units in_tha. they integrate a'variety of skills around a general
idea or theme. They direct attention and inquiry to a particular topic, issue,
or concern.

Using theme units is a way of approaching the teaching of skills that is
different from the “focussed" approach favcred by most conveﬁtiona] curriculums.

" In a focussed hnit, all concepts, activities, and objectives. relate to a single

area of a particular discipline. In other words, a focussed unit might focus
entirely on "Writing the Business Letter,"“while.writing a business letter might
be one activity in a theme unit on "Applying and Interviewing for a Job"; in a
literacy context, consonant blends could be taught as a disqrete unit in a
focussed situation, or they could emergé from the language generated by
activities in virtually any- theme unit. Clearly, the thematic approach is.more
consistent with a language-experience approach.’ '

The use of theme units has gained in popularity over the past few years and many
advocate this approach. Moffett and Wagner write: ’ '

The environment for language learning must presérve the truth

about language: as the main ingredient in our symbolic life

it not only operates within every aspect of our lives but

part of its very function is to integrate the diversity of
experience into a harmonious whole.

There are many advantages to the use of theme units, not least of which is that
they aid the natural integration of language (speaking, writing, listening,
viewing, and reading), math, life, and social studies skills. The relationship
between life skills and'language skills is reinforced as language comes to be
seen as a means of investigating, reflecting, and acting upon problems affecting
the student' own lives. Other advantages of theme units are as follows.
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They allow student input into determining the convent of the course.

They allow for the accommodation of individual differences.

They provide an opportunity to include a wide variety of activities.

They promote the use of various media, resources, and approaches.

They build flexibility into the program.

They encourage instructors to develop their owr units appropriate to their

students' interest.

o They permit the cur%fcu]um to reflect .the real issues and problems of the -
local community. '

o They r.sult in more student interest and emjoyment.

o 0O O o0 O o

" The approach advocated in these curriculum guidelines clearly favors the use of

. theme units. This is not té say, however, that using focussed units is always.
inappropriate. Theme units provide the organizatiomal structure for the content,
but sometimes specific ¥kills may be taught quite effectively, or even more
effectively, as focussed units. For example, the opportunity to teach fractions
may not arise naturally out of a theme unit, and this skill could be taught as a
discrete skill unit. In addition, a literacy skill area such as the use of
compound words may be introduced by the appearance of the word "cowboy" in a
1anguage-experience story, ‘but by extending the discussioh tv an explanation of
compound words providing additional examples, and then giving opportunities: for
app]ication a sub<unit on compound words may well emerge. We encourage teachers
to intervene in this way and to determine which skills should be removed from the
thematic context and taught 1n a more focussed mannar. '

"‘b

Working with Different Ski11 Levels

One of the real challenges when instructing in a basic literacy program is l
effectively dealing with the diversity of skill levels the students bring with ‘

them to the class. Some students will be quite accomplished readers and will be

able to write and read independently, while others may be tota11y illiterate and
unable to recognize the alphabet. In this section, some general suggestions for '
coping with this diversity, as well as specific ideas for each theme unit, are

provided.




One answer to the problem of diversity of skill level is the use of a
1anguage-experience approach. This approach allows students to begin working
jmmediately at their own level and with their own words. It also offers the
instructor ample opportunity to assess individual need on an ongoing basis from
the stories produced by the students. Language experience provides for a number
of teaching strategies that can be employed by the instructor in working with
students with diverse'skiii levels, such as the following.

Individualized Programming | .

By it's nature, language experience is individuaiized. The vocabulary used is
the student's own vocabulary, and the skills worked on are the ones needed by the
individual student. A chart of the literacy skills mastered (based on the
taxonomy of language skills provided in the literacy section)y can be maintained
" for each student and kept in individual folders along with the stories written by
that student. Assessment of skill mastery is based on the work produced, and
literacy activities can be built around the language-experience stories.
Experienced teachers who have used language experience effectively caution
against trying to teach skills on a rigid hierarchical basis. While there is
some validity in arranging skills in & sequential format, most can be taught as
tiey emerge from the need and language of the student. If you haven't reached
suffixes on the student's checklist but he or she keeps using and stumbling on”

"ing" words, by all means teach the skill. Also observe whether or not the skill
needs to be taught at all; if the student has no difficulty discriminating
between hard and soft "c" sounds, maybe it doesn't need to be drilled. Work in
areas that are necessary for the particular student to grow and improve. This
means individualization in carefully assessing individual need, developing
individual objectives, providing individual instruction (or group instruction, if
several students are learning the same skill) and activities, and charting
individual progress.

Grouping

Both homoneneous and heterogeneous grouping can be employzd. Grouping students
at the same level allows the ‘nstructor to teach skills that are common to the
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group, to avoid unnecessary duplication, and to provide students with the
opportunity to help each other. Homogeneous grouping can also be used in some
project situations. Assignments of varied diff1¢u1ty and complexity can be given
to each group, which will challenge each student while accommodating the
difference between students in the group. Groups can also be forned arourd
shared interests, and projects can emerge from the students themselves.

Her e et B T R T . )

Hetefogeneous grouping is especially valuable in working with students with
varied skills. Students enjoy and benefit from helping those who are
less.skilled. A number of the activities included in the theme units. recommend
pairing or creatingqsma11 groups where the more-accomplished students can use
their expertise in transcribing, writing questions, and recording comments and
ideas, while the 1ess-ski11eé students can contribute orally, conduct inter:iews,
‘discuss, and assist as much as possible with the written portion. Each is fully
involved and contributing at his or her particular level. More formal "peer
teaching" can also be employed, having more-skilled students helping others with
assigninents and activities, reading transcribed or dictated stories, usinglthe
dictionary, taking dictation, or transcribing recorded stories, etc. Other bases

“for grouping (e.g., by age or sex) can be explored for variety and different
purposes.

Centres

One of tﬁé most innovative ways of coping with diversity is the use of the
centres' approach. This approach has long been used in progressive elementary
classes and has recently been adapted successfully to adult literacy situations.
Centres are simply a series of activities set up around the room so that students
can choose the area they wish to work in and proceed independently or in small
groups. One of the advantages of the centres approach is that it frees the
instructor to work individually with students while the remainder of the class is
working on its own. A small sample of possible centres follows.

0 Writing Lentre. "Writing starter" cards, which prcvide the first line of
or a topic for a story, are prepared and students write stories from these
cards.
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Cloze sentences Centre. Sheets of "clozed" sentences, where every fifth

vord 1s vemoved, are prepared for students to complete. Variations, such
as finding as many words as possible that would fit in a blank, can be
suggested. B

Recording Centre. Tape recorders are proyided for students to record a

story. They can then either transcribe their stories or have them

transcribed 1ater by the instructor or other students.

Film or Film-Strip Centre. A film set up in a corner attracts considenab1e

attention. Using this visual medium as a starter, simple comprehension

- questions and other language activities can be provided.

Sequencing Centre, Envelopes of hewspaper aft1c1g§ are cut into

paragraphs, and students arrange these in proper order and past% ther on a
sheet of paper. '

Math Centre. A table is set.up with printed exercises and a file of math

‘act®.: v cards {arranged by level or specific ski11). Scales, graphs, and

other materials necessary to complete the actiyities are provided.

Art Centre. Activities cards are provided aiohg with materials for

collages, sketching, crafts, painting, carving, sewing, etc.

Reading Centre. Books, magazines, and comics at a variety of reading

levels as well as bound experience stories from the students, are provided,
This corner might have easy chairs and a sofa.

,Listehing Centre. Tape recorders with recorded language-experience

stories, plays, articles, legends, or short stories are made available.
Cards with comprehension questions and follow-up activities are provided
for each. | ‘ '

The activities and materials in the centres sﬁou1d be changed frequently to avoid
boredom. It is. not suggested that the entire day be spent in centres. Many
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combinations of centres, class discussion, individual work, and group projects
are possible. Experimentation will détermine.whatVs right for your class.

Contact Activities

One thing that is quickly recognized by instructors working in multi-leveled
classes is that though students may be iimited in a partic01ar skill area this
does not-mean they are unable to contribute to the class. The most 1oquacious,
perceptive, and wise people, with the most intriguing life experienceé, may have
the lowest literacy skills. The challenge is to bring these people's strengths
to the class and to not emphasize their deficiencies. This can be done
effecLively through projects, discussions, and activities that allow pe0p1é tu
contribute their strengths and ideas. Simulation games and structured
experiences, designed'to generate discussion and interaction, are good examples. B
Many instructors have found that bringing in recorded newscasfs,-Speakers.'or
newébaper articles on a daily basis is very effective for stimulating ora]"
pafticipation. Field trips are excellent for 1nvo1v1n§ everyone in a shared
-experience, which can be discussed afterwards. Drama and drama games give
students a chance to memorize lines or extemporize. Pfojeéts'that encourage
' students to contnjbuté in their own way to the final produdt are an effective
means of -ensuring full participation. The main thing is to develop and employ _
activities that involve the entire class regardless of literacy level. Note that -
all these activities can be starters for 1énguage-experience stories. For
example, afte} a field trip, students can aictate a composite account that is
placed on the board. Corrections can be made and discussed. The final story can
be written out, copied, and used in grammar, phonics, and vocabulary wqu.

Individualized Spelling

Have students keep individual spelling 1ists of words they misspell in their
stories or exercises. In this way, patterns emerge and Stddents’work only on
words that they are having difficulty with. Students can quiz each other on
‘their word lists and work on word-attack skills (e.g., breaking words into
syllables or finding all words with long vowel sounds, etc.). Similar sheets for
individualized vocabulary can be maintained.
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Sustained Silent Reading

Students at even the lowest literacy level can be encouraged to enjuy reading.
Assemble books and pfint materials (including, for example, newspapers, comic
books, and i1lustrated story books) in a 1ibrary. Student language-experience
stories can also be bound for other students to read. Then have everyone,
including t“e teacher, read for an entire uninterrupted period ot about one-half
hour. A variation on this is to have an "hour of silence" where, for one hour,
no one, including the teacher, says anything; all communication must be by
writing and instructions, questions, and comments must a]j be"written on paper or
chalk board. This is a fun way to emphasize the importance- of writing. |

Grdup Writing

1S
. Research shows that the group-writing technique can be very effective in

improving student writing. It also encourages students to read critically and to
develop the ability to give helpful feedback. Often, in encountering mistakes
“made by other students, students see difficulties they are:having with their own
writing. Groups can be formed of more- and less-advanced students or the class
can participate as a whole. Choose a subject for students to write on (e.g.,
imagine that you are an Indian of 150 years ago, encountering white men for the
first time; write about the first time you'fe11 in love; or, imagine that your |
plane has gone down in the bush and you have to walk out, etc.), and allow a few
minutes for them to organize their ideas. Studgnts then write for ten to twenty
-minutes (depending on their level). Allow a few more minutes for students to
revise and correct their papers, and then have them exchange papers.. Students '
should write comments at the end of each paper and make helpful corrections in
the text. A class discussion about what constitutes helpful feedback would be
appropriate. This‘exercise helps students overcome their reluctance to write
(the sheer volume of writing usually increases dramatically over time), and
creates group ﬁéceptance of different writing levels and styles.

Explanation of Theme Organization

Each theme unit is divided into eight sections.
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Background | >\\
. ) . \\
The material in this section will vary from theme to theme, but it i§\genera11y
directed toward the instructor for the purpose of providing essential | 4
information. It is hoped that: ‘this information will give the instructor a\Qetter
perspective on the issues being dealt with and will encourage him or her to
. investigate further. Sometimes the background will-be statistical in nature:\\\
while other times it will draw attention to key points, place the unit jn a

social context, or explain the purpose of the theme from the author's
perspective. ) '

)

~ Key Words

I
This section has been included for several reasons. Firstly, it introduces key
- vocabulary related to the theme and provides a basis for pre-teaching‘certain key
concepts and words. - It is important that students understand these words so they
can fully comprehend and enjoy the unit. Secondly, they provide a basis for
developing and working with vocabulary. These words can be used as sight o
vocabulary or to illustrate word-attack skills. Tracing the etymology of some of
the words is helpful in that it allows students to understand them more fu11y and
to observe how English words have’ evolved. Lastly, some of the words are "key"
in that they have connoiative dimensions that are critical for adult native
students to reflect upon and discuss. "Community" for example, should lead to
students defining their own community, evaluating it, comparing it, discussing |

its problems and su.:.ture, and talking about community changes they'd like to
see. o

Questions for Oral Discussion

This section contains a sample of questions that can be used to introduce the
theme topic and arouse interest. Most of the questions are designed to stimulate
discussion and provide the basis for further inquiry; they don't necessarily have
to be answered, particularly in the first session. The inclusion of the
questions reflects the conviction that an effective literacy program must be
"problem posing" in nature. A good theme should generate questions, interaction,
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~ and action, and these questions are dé%igned to help students begin to focus on
\ the issues and problems addressed by the theme. '

»

Theme -Objectives

These objectives are those related specifically to the theme}subject; they
reflect the content and activities of the particular unit. fTheme objectives are
skills, knowledge, and attitudes that are not included in the skills taxonomies
but are desired outcomes expressed in terms of each theme. These are often
affeétive and indicate penéina] growth and development objectives.

Skills Objectives

: These nbjectives are related to the taxonomies provided in the computation,
pre-emp1oymeht, and cultural studies sections. Because any literacy skills can
be  taught from the 1anguagé generated by virtually any theme, only language
skills peculiar to the unit are identified. Otherwise, the instructor is advised
to refer to the taxonomy provided,in the 1iteracy section and select skills
objectives appropriate to each student's needs. The skills objectives are not

" exhaustive -- other skills occur and can be built into a theme. On the other
hand, it is not expected that all students would necessarily work on all

\
.\\\ objectives.

N
AN
Learning Activities

This is the hea}t of the theme unit. It identifies a series of classroom-proven
activities designed to encourage student involvement and learning. The o
activities have been selected to provide a balance of "intake" operations
(interviewing, reading, and listening) with "output" activities (writing,
reporting, analyzing, and discussing). Many of the intake activities are
designed to provide a basis for 1angUage-experience stories, which are then used
as the basis for literacy teaching. Generally, activities are organized to
provide one or more "starter" activities, followed by a series of developmental
activities and ending with "culminating" activities designed to pull together and
summarize learning.
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Modification for Varied Skill Lavels

Because of our concern for the demands facedyhy an instructor working in . a
multi-level classroom, we have attempted to show how specific activities from
~each theme can be modified and adapted to accommodate students of varied skill
levels.  This section takes some of the principles outlined in the "Working with .
Different Skill Levels" portion of this chapter and applies them in the:context
ot a specific theme.

Resources

This final section provides a 1ist of classroom materials and sources of
background informaticn for each theme.

Suggested Théme Topics

The number of possible theme units is 1iterally infinite.-'These guidelines
identify 83 possible topics, broken into twelve units, and contain a core of
twelve developed themes. Once again, it must be pointed out that the theme
outlines are to be regarded as sample units, not as a specified curriculum. They
are designed to provide usable themes and helpful activities, but, more
fmportantly, to provide a format around which to build additional teacher- and/or
student-initiated theme units. In developing or selecting your units, keep in
mind the criteria suggested by Glatthorn (1980) for each ﬁhgme.
1. It should reflect the interests of the teacher, since enthusiasm and
competence are important elements in sdccessful units.

2. It should appeal to students, be relevant to their situations, and respond to
their interests. -

3. The theme should be one that readily permits the integration of ‘the various

subject areas. .
|
4. There should be variety in the themes selected.

\
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The f011owing chart identifies the 83 theme topics. There are hundreds more, so
don't feel restricted by these. They are divided into twelve units, which also
could be expanded. These units are an organ..ational tool, and the instructor
should in no way feel compelled to teach several themes from one unit. There may
be some advantage to'dqing so in some areas where skills are more hierarchical
(such as "Work"), but that is an instructor's decision.

- You will also note that each unit has one traditional and several contemporary
theme topics.  While it is recognized that many more units could be developed in
the traditional coiumn,~it was felt that a general introductory unit
investigating the heritage institutions, skills, attitudes, and policies wouid .
_prbvide a good basis for an examination of related contemporary issues. Because

of the cultural diversity of the native people of B.C., some of these traditional

topics will require considerable local research. Indeed, this could provide the
basis for some excellent student learning activities,

9

The titles marked with an astefisk are the themes units that have been developed
and included in this book.
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SAMPLE THEME

TOPICS
UNITS + TRADITIONAL CONTEMPORARY
Community {*The Struéture and - The Role of Elders in Contemporary
- Function of .Traditional Indian Society
Native, Communities - Organizing a Community. EXChange
. . * Producing a Community Newspaper
- Organizing a Cummunity Event
* Investigating a Community Issue
- Organizing Community Deve1opment
Projects
- Assessing Community Needs
Hea]thgﬁ Traditional Indian Health | - Good Nutrition for Good Health

Care 4

*

Dealing with Stress and Emotional
Problems :
Exam1n1ng Your Community's Health
Care Services

Sexua11ty and Reproduction

Child Care :
- The Role of Spirituality

- Physical Fitness

Looking at Traditional
Native Housing

Building a House

Finding Rental Accommodation
Legal ‘Aspects of Housing
Maintaining a House
Purchas1ng Major App11ances

Transmission of Knowledge
and Skills‘in Traditional
Indian Society

-

7/

P/ N-x>‘§7

*

Looking at Your, Community's Schools
Developing Loca11y Controlled
Schools

Getting Involved in Your Commun1ty S
Schools

Examining Curriculum Materials for
Native Content-

Investigating Adult Education ,
Opportunities .

IFamily

The Structure and Role of
the Family in Traditional
“Native Society

Tracing Your Ancestors (Creatiﬁ§ a
Family Tree)
The Indian and Non-indiah Fam11y in

* Transition

Parent Effectiveness Training
Sexuality and Sexual Roles

Communication in the Family

Children and the Law: Apprehension
and Its Effects




UNITS TRADITIONAL CONTEMPURARY
Wor K The Nature of Labor-and - | * Identifying Personal Strengths and
the Role of Work in Weaknesses ‘
Traditional Native * Applying and Interviewing for a Job
Society - Creative Job Search
- Examining Work Opportunities in the
Communi ty
- Job Survival Skills
- Using Your Time Constructively While
Out of Work
Government { The Institutions and - Developing Leadersaip Skills
Operation of Government - Looking at Native Political
in Traditional Native - Organizations
Society - Indians and Governments: Legal
Implications \
- Running for Office
* Indian Self-Government: What Does it
Mean?
- Examining Local Government
Sports & The Role & Nature of - Looking at Community Recreation '
Recreation { Sports and Recreation in Opportunities
' Traditional Native - Organizing Community Recreation
Society Activities '
- Organizing Recreational Qutings
- Developing Arts and Crafts
- Devising A Personal Recreation Plan
Communicat-| Traditional Native * Introduction to Interpersonal
jon - Communication Patterns. | __ Communication Skills .
and Processes - Cross-Cultural Communication
- Giving a Talk
- Non-Verbal Communication
- Giving and Receiving Feedback
(casumerism| Traditional Native - Budgetting

Consumption and Trading
Patterns

*

L3

The Critical Consumer
Forms in Your Life

- Banking and Credit Procedure§

Analyzing Advertising and Its
Effects
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UNITS

TRADITIONAL

" CONTEMPORARY

Growth and Development

Environment| Traditional Native - How to Survive in the Bush
Relationships with and - Local Ecological Studies
Management of the - Resource Production and Manageme.it
Physical Environment - Fisheries and Wildlife Management
- Environmental Education
- Forestry
L_— .
Fersonal ‘Traditional Native * Personal Values Clarification
Development| Approaches to Personal - Decision Making

Spiritual Exploration
Perspectives on Childhood and
Maturation

Coping with Life Crises
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THE STRUCTURE AND FUNCTION OF TRADITIONAL NATIVE COMMUNITIES

Background

C mmunity structure is basically a response by a group of people to specific
needs. People in groups need guidelines and standards so that they may co-exist
pEacefu11y. ‘The traditional community did not have a written constitution, job
descriptions, philosophies, 1aws, or regulations governing behavior and roles,
yet everyone knew what was expected of them. '

The community structures, especially the social structure an. economic structure,
varied widely within different geographic regions of British Columbia. "It is
theorizéd that this is a direct result of the natural resources ubon which the
traditional economies were based. The West Coast communities had a resource-rich
environment and thus had time to. develop a more complex community structure.
Those of the interior were more involved in activities related to survival in a
harsher environment. The people of the interior had less time to develop.
elaborate religions, social structures, and art,

Key Words

Some of the key words related to this theme are community, roles, economic,
structure, political, social, values, and beliefs.
\

Questions for Oral Discussion \

AN

N\

What is a community? What draws peop1e\tpgether? What needs does the community
meet? What was the truditional community\sgructure? What were some of the
values and beliefs regarding marriage, birth:\gpath, sex, puberty, and other
cignificant 1ife events? - Were there specific pébp]e in specific roles to ensure
that the mores of the commuity were followed? Nhat\pgrposes did the community
serve? Who were members of the community? Who was exETuggd?
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Theme Objectives

The students should be able to identify the major characteristics and roles of
their traditional communities and evaluate how they apply to the contemporary
situation. They should understand the dynamics of a community, the role of the
individual in the community, and that all communities grew from the collective
needs of people for economic and social organization. Students should understand
the effect of the natural environment on the formation of their traditional
community structure.

Sk111 Objectives

o Language: Students w111'deve1op discussion, interviewing, communication and
evaluation skills. Basic literacy objectives should be based on an assessment
of student needs, selected from the taxonomy provided, and taught from
activities. included in this unit. '

0o Pre-Employment and Life Skills: A: 1-6; B: 1, 2, 5; C: 1-7

o Computational: No specific computational skills.

o Cultural: A: 2-6, 19; B: 1, 15-18

Learning Activities

o Research the traditional community structure. Have your students investigate
particular aspects of their own community's traditional organization,
Individually, or in pairs, the students can choose from-the following 1ist of
suggestions (or any other issues they may be interested in).
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Education | Health and Medicine
Family Relationships Life Transitions
Sex Roles | Economic Structure
Leadership Roles ‘ Politicel Structure
Spirituality | - Art, |

There are a variety of resources for this”information, such as: elders from
the band; band records and histories; tribal counciis; regional archives and
collections; the Museum of Anthropology at U.B.C.; the Provincial Museum in
Victoria; and books or articles by authors who have written about traditional
native communities (e.g., Boas, Jenness, Hil1-Tout, Teit, Drucker, Swanton, K
Driver).

Have your students organize their findings in oral reports, displays, graphs,

etc. and share their findings with the class. Follow the presentations by
drawing conclusions, as a class, about the changes . that have occurred in *ne
structure of their community and whether or not these changes are desir.ole.
What has been lost from the past that merits rejuvenating? How cdn these
things be brought back to life?

" Have the students watch the videotape Dene - People Themselves, produced by
the CBC and available through Health and Welfare Canada. This is a report on

and established a traditional community at Tadoule Lake, Manitoba.

Following the film, discuss the following questions. Could we do what the
Dene Indians did? Why did they take the action they did? Do we have ‘the
skills to survive as a traditional community? What of our modern
technological world would we miss most? Can we reach a compromise between the
past and presdent? How was the community established by the Dene different
from the one they leaved in'neaerhurchi11? Was it better?
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Have students divide a paper into two columns, and 1ist all the "advahtages"

. c?awify, refine, research and organize their ideas before making their

development, family patterﬁs, art, community structure, and aqéhitecture. It

~‘from our past would you like to keep? Refer to the chapter on “Native

of the traditional comaunity over the presest community in one column and the
"disadvantages” in the other. Once they have come up with all the factors
they can think of, have éach student writé or dictate their response to these
quastions, "1f you had the chance, would you choose to live in a traditional
community? Why or why not?" This exercise could be effectively dghe as a
class activity with students brainstorming advantages and disadvantages and
recording them on the hoard. If significant differences emerge, organize
students into two teams to debate the issue further. Teams can furgher

presentation.

Have the students watch tﬁe £11m More than Bows and Arrows. This is an
excellent f11m, narrated by Scott Momaday, that takes an historiéal and
contemporary Yook at native tribes and their culture. It discuﬁses some of
the aspects of native culture often forgotten such as history,feconomic

depicts the mpa.t North American Indian culture has had on the dominant

society. This film also affirms that native people have beej able to keep

much of the value from their traditional culture. Discussion questions: Is

holding onte our past an "either/or" situation? Can we keep the traditions )

that remain viable and valuable while 1ett1ng the others ga? What aspects “j

Culture" for additional ideas on this theme. Following this discussion, you
might wish to show the film Cree Hunters of Mistassini.

Have students brainstorm all the things a community should prdvide its members |
(security, identity, protection, etc.) and 1ist these on the board. Compare

the student responses to the hierarchy of needs provided in “Native Culture"

and use them as the basis for judging whether contemporary or traditional
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scciety better provided for individual needs. Compare the traditional Indian
ard the contemporary North American. What types of items do each do better
at? Can the advantages of each be incorporated into & new Indian culture?

Have students bring in old pictures of their community and community members.
Discuss how the old community différed from the present community. Was it
better or worse? - Why has it changed? Have students choose one character from
the pictures (it may or may not be a relative) and write or dictate a
character sketch of that person. What was he or she 1ike? What were his or
her values? What were his or her aspirations or fears? How did he or she
feel ‘about the community? Nhaf would he or she think about it now?

Ask an elder to visit the classroom. Have students prepare questiohs about
the community. Students might ask the elder about how the community has

‘changed, what the biggest changes. have been, why these changes have occurred;
“and whether or not the changes are for the better, etc.

Have the students role-play a situation designed to simulate the structure and

functioning of the traditional community. By this time, considerable
information about traditional community roles and operation should have been

- accumulated. Based on this information, students for one full day will role-

p1ay behavior appropriate in a traditional (pre-contact) community. Before

'the role- -play, encourage students to identify even the “most ‘subtle aSpects of

the traditional community in areas such as ch11d care, education,
spirituality, division of 1abor and sexual ro1es etc. Once these have been
identified and fully exp1ored the students are ready.

Since children were an integral part of the community; parents might bring
children to school that day. How were they dealt with in traditional society?
Was child care a community or parental responsibility? Education
(traditionally informal; community-based, and using community personnel; and
generally taking place outside, using concrete experience) might look quite
different -for that day. What needs to be learned (all learning traditionally
was oriented around survival skills)? Who should instruct? How? ‘Sexual
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roles might change significantly. How would men and women relate to one
another? What would be the role of mén and/or women? Commnunication patterns
might change. Try to communicate in the native language as much as possible.

How was non-verbal communication used?\ How was touch used? How would
decisions be made? When would people eif? How would tasks be assigned? How
would peop]g interact with one another? \The role-play experience could be

" built around these and a hundred other questions.

\I

o Once the role-play day is over, have'studénts write or dictate~their
‘responses. How did it feel? What did they like or dislike? Did anything

surprise them? Would they 1ike that patteﬁn on a full-time basis? Why? Have

* students share their perceptions and discuéﬁ thenm.

1

0 Have students watch the videotape DreamSpeaKer. This is a powerful portrait

of a mentally disturbed non- -Indian youth who\finds help with an Indian healer.
Follow the film with a discussion that will ‘reveal what traditional
spiritua11ty involved and whether that traditional spirituality still exists

~in the community today. How is health viewed in the film? Are physical,

mental, and spiritual health separate or interrelated issues? How does the
traditional view of health relate to the "modern" view of health? Who were
the spiritual leaders in the traditional commuﬁity? What or who has replaced
the role of the spiritual leader/healer? What kinds of sp1r1tua1 activities

“were “an important part of the traditional community’s 11fé?  What has replaced

them? What traditional spiritua1 activities sti]] take place in the |
community? What spiritual activities might you ﬁant to bring back from the
past to enrich vour community? '

0 Break the class into small groups. Have students 'discuss emotional concerns

and stresses, and physical health concerns that they or members of their
family have. Make a list of some common concerns. \ For each concern, try to
decide what methods trad1t1ona1 communities would use to deal with these
concerns. Ask the groups to share their ideas with\one another.

Ask each student to choose one concern in their own life and to try'to remedy
that concern in a traditional way (e.g., using herbal| remedies for health
problems, or relieving stress through taking a sweat,\etc.).
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Have the students follow up by writing a response after they have tried their
remedy (beginners may need to dictate their response). Have them address the
following questions. What did you learn by trying a traditional native
remedy? Did it work? Did you feel more in control o. your health by dealing
with your concern.without institutionalized help? ''hat do the traditional
community's attitudes toward spirituality and health have to offer you in your
Tife?

o 1f there are local medicine men or spiritual leaders, invite them to class and
ask them to talk about the role that traditional spirituality played in the
community. How did it strengthen individuals- and the community as a whole?
Ask them to make suggestions of ways to combine the best of the past and the
present. ' ‘ ' : °

o Ask students the following questions: " If you had & dream and you dreamed of -
a perfect community, what would it look 1ike? What would the setiing be?
What would the community members spend their time doing?" Work in pairs to
come up with a description of this ideal community. Then, as a class, try to
decide how to incorporate into your community, the things that make the dream
community ideal. Come up with a list of concrete suggestions for ways to
change your community to bring it closer to the ideal. '

" “Then have your students evaluate this dream community “in térms of the ~
traditional community. What from the past have they decided they want to
mai-tain? |

Have your students dec‘de which of these suggestions for change they might be
able to pursue, and design strategies for implementing: the changes.

Modification for Varied Skill Levels

This unit lends itself well to a multi-leveled classroom. Most activities
revolvesaround discussion and writing that is easily adapted for different skill
levels. For example, when students write a character sketch from an old
photograph, they can either use the free-writing approach or they can dictate

}
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the story onto tape for later transcription. Both approaches offer the student

\ an opportunity to deve]op language skills. Some activities, such as the
identification of advantages and disadvantages of the traditional community, can
be done either by the class-as a whole -- allowing everyone to participate
regardless of their literacy level -- or individually. Each situation provides a
chance to introduce new words, develop sight vocabulary, and practise word-attack
skills. '

Several experiential activities are also included here, and these activities can
involve everyone in new laiguage-generating experiences. For example, the
role-play. situation allows everyone to contribute and pariicipate fully, while
the language follow-up, which can be dictated or written, allows every student to
record the experience. The }esearch, like investigation in other units, car be
conducted in teams of two or in small groups, allowing more accomplished students
to help those who are less skilled in reading and recording. Interviewing and
reporting can be shared by all. | '




Instructional Resources

Reference Mater1a1s‘

Drucker, Phillip. The Northern and Central, Nootkan Tribes. Washington: Bureau
of American Ethnology, 1951. " '

: Duff,.wi1son. The Indian History of British Columbia. Victorfa: Provincial
Museum, 1980. ‘

A

‘Hi11-Tout,'Char1es. The Salish People. (4 vols.) Vancouver: Talonbooks, 1978. .

\

Hoover, Alan. A Selection of Publications on the Indians of B.C. Victoria:
Provincial Museum, 1982. -

Teit, James. The Thompson Indians. (also The Lillooet and The Shuswap). New

York: AMS Press, 1975. ' N

\
\

Films

Cree Hunters of Mistassini. (NFB No. 106C 0174 001).

Dene: People Themselves. Produced by CBC. Available from Audio Visual Services,
Health and Welfare Canada. o
| |

Dreamspeaker (NFB No. 106C 0178 053). Available from the National Film Qoard of
Canada. '

~ More Than Bows and Arrows. Available from Health and Welfare Canada or thé\Union
of B.C. Indian Chiefs. \
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PRODUCING A COMMUNITY NEWSPAPER

Background - g
Virtually every daily paper in Canada is owned by either the Southam or Thompson
chains. 'These papers, due to their readership, advertising, and dependence on

news services |such as Reuters, UPI, and Canadian Press, carry only occasional
stories on native people. In rural situations, local weekly papers. produced in -
towns adjacent to native communities often ignore the activifies, concerns,
personalities, and achievements of the reserve. . In respon§é; a growing number of '
Indian-produced and Indian-controlled papers are emerging. Some, such as

Akwesasne Notes, are 1nternétiona1; the Nation's Ensign is national; and others,
such as The Saskatchewan Indian, are produced by provincial organizations. In \{
addition, moreland more tribal councils and individual bands have their own
newspapers or \ews1etteks._ -

9

Key Words E | . . A\

Some of the keyiwordé related to this theme are'newspaber, journa11§m, reporting,

editing, head11hes, columns, print, and paragraphs. : b . 8

~Questions for Oral Discussion ] o T

Do you have a community newspaper? How do you define your commu:ity? Does your ;,
local paper carry information important to you? Why? Do 'you read a newspaper?

If so, what parts do you 1ike best? Why? - How is ‘a newspaper put. together? Do
newspapers.genera11y cover news events that are important to Indfans? Who

controls most dailies in Canada? Are there Indian newspapers? What could a o
local Indian paper do for;a community? /

Theme Objectives

| ’ \

The students will gain a greater awareness of events occurring in %heir local
cgmmun1ty. They will have a better understanding of how a néWSpaper is
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constructed and produced. They will be better able to read and enjoy a
newspaper. They will be bettér able to identify news, gather news, and organ1ze
it into an effective story. |

Skill Objectives | | o g

o Language: Students will develop a variety of interviewing, reporting,
reading, writing, and spelling skills. Basic literacy objectives should be
based on an assessment of student needs, selected from the taxonomy provided,
and taught from activities in this unit. | |

4

o Pre-employment and Life Skills: A: 1,2, 5, 6 B: 1, 5 -

o Computational: A: 1, 4-7; B: 1,2; ,D: 3, 4

. ' ’ 5 - :

o Cultural: These will vary'aCCbrding to the stories covered. General
objectives are B: 1, 18 . |

Learning Activities

Besides producing a newspaper, theré are many advantages to using newspapers in

~ teaching language skills. Newspapers are adult in tone, low in cost, relevant (1f

. properly selected), provide articles on a variety of subjects and in a range of
| styles, are written using a range of readab111ty levels, lend themselves to wide
variety of language activities, can be cut up, and are disposab1e. The primary “
disadvantage for use in a literacy situation is that they are often beyond the
reading level of most students, usually falling between a grade 5 and 10 level.
(A Fry readability analysis of The Province showed that a selection of articles
averaged out at a grade 8 reading 1evéT.) Still, many instructors have found
that because of the jou -ilistic style (short pakagraphs and factual content),
many students reading well below this level can handle newspapers, especially
such sections as advice columns and cartoons. Marginally literate students might
start out by merely looking at the pictures, then by trying to read the captions,.
and then moving to the headlines. Articles of special relevance or interest can
often be mastered even if they are relatively difficuit.
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For this reason, we suygest the use of eithér.native papers (a sample is listed
at the end of this theme) or easy-reading papers such as The Westcoast Reader,
which is aimed primarily-at ESL students and contains articles, most of which -

‘“*anqg have been adapted from dailies, written at a basic or intermediate literacy
S tevel. Samples 'of articles indicate that reading levels vary from about grade
3 to 8.. It is useful in native'literacy progr .. because it often contains
stories about locel native people as wel!l as ovuer articles of local interest.
There is a wide variepy of skills that can be taught from newspapers. Iné]uded
below is a list of some of these skills. |
Details . Writing” , Alphabetizing
Graphs/Tables " Spelling ~ Pronunciation
Key Words ' ?ropaganda ' Syllabication
Metaphors . Evaluating ’ Word Meanings
Synonyms, - Chronologicail Order ' Qutlining
Paraphrasing . Sequencing ' Main Ideas
Scanning Ordering - B Composing Titles
Values & Comprehension  Generalizing | Selécting Answers
Styles of Writing ~ Concluding : Notetaking '
Emotion-laden Words Relating Past/Present ' Classifying
Following Directions. Time Relationships Arranging
. Index - . Vocabulary o Summarizing |
i Abbreviations T "Cébﬁta1T2Et16ﬁ“”““*”““‘f‘““‘“Tab1é‘bf“COntentS"f““j“"“"“
| " Symbols T Translation Fact-Opinion °
Cartoon Communication Interpreting | Fact-Fiction :
. Context Clues f . Map Reading - Comparing
Punctuation o " Hypothesizing ' !Contrasting
" Hyphenation C Collecting f Computation
Proofreading Co Analyzing T'Skimming
Sentence Patterns Problem Solving ' Relevant/Irrelevant
The preceding list of skills is from "Suggested Activities for Teachinqueading
Through the Newspaper": by Drz,Maribeth Henney, Associate Professc~, Elementary
“,.Education~Department, Iowa Sfate University, Ames, Iowa, and is reprinted here
with the permission of the author. : -
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Tina and Bovon Charlie nhow Mike, tholr tesicher, how to mako
snowshoes.

Children learn about traditions

* Fort Ware — Tina and Bevan
Charlie are Sekani Indians. They
live in northern B.C., 450 km
north ot Prince George. They

live on a reserve. It Is the -

Indians' land.

Tina and Bevan go to school

on the reserve. But in the spring,
the school closes tor one month
because many families leave
the reserve. The Indian families
hunt and trap. They live in
cabins in the bush.

The wraildren learn Sekanl
traditions. \For example, they
learn how to hunt and trap. They
make snowshoes. They learn

stories atfOUTUW SeKETIPRODIE; ™

Mike is the chiidren’s school
teacher. He visits his students’
in the bush, For one month, he
brings the classroom to them!
He learns many things from his
students, too.

The Vancouver Sun 14/0482

e | Life on a reserve

in northern B.C.

e Fort Ware — Fort Ware Is on

- the Sekanl Iindlan reserve, 450

kllometres north of Prlnco
Qeorge.

Fort Ware s very Ioblatod In
the winter, the only way to travel

to and from Fort Ware is by

plane. In the summer, river
boats come up the nearby river.

There is no electricity or
running water except at the
school, ‘'store and teachers'
home. The people heat thelr
homes with wood stoves. There

are no cars but everyone drives

snowmoblies.

Food Is very expansive In Fort
Ware. "At the co.op store, you
can buy a dozen eggs for $3 and
a two-kllogram bag of sugar for
$3.55. Moose meat 'Is an
Important part of the dlet.

The reserve |lfeatyls seems
harsh to most city peonle, But

the Sekan! Indlans va'ue their.

traditional lifestyle, and most of
tham would not trade It tor life
In the ulty.

The chlef of the: Sekanl
indlans at Fort Ware, Emii
MocCook, belleves - that

sducation Is imporiant for the
young people. He I8
encouraging them to learn skilis
such es ocarpentry ‘' and
mechanics. However, there are
no training programs on the
reserve, and the local school
only goes to grade 7.

Students must travel to
Prince George to attend
secondary school or learn a
trade.’. Right now, no young
people go to school c'f the
reserve,

“This |s thelr home,” explains
tdcCook. “They were born and
taised here. They're not used to
clty life. {t's too fast.”

McGook s optimistic about
the future of education on the
reserve. By 1684, the local
school wlil Include grades eight
to ten and there will be a new
industrial workshop. There Is,
also an aduit education class on
the reserve where students
learn moatly English and math.

The Vancouver Sun 14/04/82

The preceding artic1es,‘“Life on a reserve in northern B.C." and "Children learn
about traditions" were published in The Westcoast Reader and adapted by the
editor, Joan Acosta, from articles in The Vancouver Sun. They are reprinted here
with the permission of The Westcoast Reader.

o Using the two articles above, the first at a basic and the second at an
intermediate level, activities such as the ‘following could be developed.

- Have students read for the main idea. Remove the headfines énd have
students write their own headlines -after reading the stories. These
headlines should contain the main idea. With non-readers, the story could
be read aloud and the head1ipg;§rr1ved at oraliy. Students might also be
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asked to read through the entire story and then summarize the main idea in a
single sentence. ' '

Cut up stories into paragraphs and have students, individually or in groups,
arrange them in the best order. Have students compare their results with
each other and with the original. Why did the author arrange his paragraphs
the way he dic? -
1 |
Have the students read for details. Teach the 5-W's and one H -- the basis
of good reporting -- and have students analyze the stories in terms of the
following questions. | o

Who or what is it; telling about?

What happened?

When ¢id it happen?

Where did it happen?

i Why did it happen?
i~ How did it happen?

Keep this exercise ﬂn mind as it will be useful when the students begin
their reporting. '

Have students 115t/the facts in the story, and the opinions.

Take the caption off the picture and have students write their own caption. '
Were they able to ?etermine correctly what was happening in the picture?

Why or why not? _

| \

Pick out the key words from the story (e.g., Sekani, isolated, expensive,
reserves). Discuss these words and their implications. Have students learn
these words as sight wpcabu1ary. Have students read the story and circl:
words they don't know.! Using other class members and a dictionary, help
them fina the meaning df the words. :Studenps can keep individual vocabulary

lists. \

Ha*e the students Yook for words with suffixes or prefixes and analyze the

rogt words. Students shouijd attack words phonetically and use a dictionary
if necessary. Discuss etyMp1ogy with the students.

\I
\

\
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_ - What words can be figured out only from their context? Create Cloze
\\\\\ sentences by removing certain words from the sentences and have students
determ1ne what word fits in context. This could be done in small groups to
\\\ encourage discussion. Sentences can be re-written, incorporating blanks, or
the words can be clipped right from the story. For example, "Food is very
in Ft. Ware,™

- Working in pairs, have one student go over the entire page of the paper and
give only the main idea of one story. The other student should try to find
the story as quickly as possible. How did he or she find it? Did he or she
read each article? What clues did he or she use?

- Organize group discussions around the content of the story. Is it important '
to maintain traditional culture and ways >f life? Should children be taken
out of school to learn these? Should grade 12 programs be available by law
on all reserves as they are in Alaska? Why is food more expensive in places
like Ft. Ware? What could be done to lower costs?

- Have students outline the article. Students should find the main idea of
each paragraph and then summarize the paragragh. Place the summafies in an
outline form so the students can see how the entire article has been
developed.

- Have students use the articles for further research. For example, students
might wish to do a report on the Sekani Indians, to investigate local food
prices, or to explore the possibility of -incorporating cultural activities -
in their schools. '

o Have students look at the front page of a paper distributed by the instructor.
Then ask students a series of questions des1gned to explain the layout of the
paper and introduce some relevant vocabulary (see the example, at the end of
the unit, of the front page from Quilakwa Native Notes, produced by a native
adult education class).

- What is the name of the paper? Wuen was it published? How many years has
it been published {volume)? How many editions have been published this
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year (number)? This information, as well as city of publication, and the
price, is contained in the masthead.

What are the main stories? What are they about? (In some papers the main
story often is 1ntroduced by a banner headline that continues across the top
.of the entire page, and the importance of the story is often indicated by
the size of the headline.) This information can be learned quickly by
reading the headlines. '

Who are the stories written by? (Note: not all stories have identified

. \
~authors. In large dailies, many stories come from wire services -- UP.,
Canadian Press, Reuters, AP -- whﬂch are identified in parentheses at the

beginning of the article.) The aJthor of a story is identified in the
byline. |

Can you tell quickly what the main points of the story are? Usua]]j in news
stories the first paragraph summarizes the event being reported. This is
called the lead.

Does your paper have a list on the front page of adaitional stories and
features inside? 1If it does, thjs is called an index.

A11 newspapers are divided into rows'of-print. -These are called columns,
and the length of an article is expressed in column inches. How many

columns are there in your paper? How many column inches is the main story?

Stories are either local (community), provincial (B.C.), national (Canada)
or international. Look through your paper and try to find one example of
each type of story. '

Classify stories according to theme. Are they sports Stories, entertainment
stories, weather-related stories, or human interest stories? Cut out
several stories and arrange them by topic.

- l62 -
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- 'If you're usiny a larger paper with different sections, examine these
sections (women's, sports, editorial, etc.). How are the stories different
from straight news stories? Use the television. schedule for working on time
and other math-related skills. Choose stories and ask comprehension
questions. Have students summarize articles they've read. If your paper
has a c]ass1f1ed section, a wide variety of computation and language skills
can be built arpqnd ads. You'll probably be able to find ads about each of
the following: for sale, for rent, help wanted, jobs wanted, and lost and
found. Activities around items for sale and rent can focus on mathematical
skills (e.g., If a car was advertised for $1,250 and you only had $925, how
much more would you need to buy it?) and comprehens1on, help-wanted ads
provide excellent opportunities to work on pre- emp]oyment skills. (For
example, have students write a letter of application or conduct a mock job

interview.)

o Visit a newspaper office. A field-trip to a local paper can be an effective
starter activity prior to actually producing a paper in class. If a daily is
printed in your area, this makes for a more spectacular trip, but a good
weekly can also be informative. Look at layout, the offset- pr1nt1ng process,
reporting techniques, and the actual press production.

o Have students begin the creation of their own newspaper. After discussing
newspapers and look1ng at some examples of small band papers, have students
brainstorm all the possible story topics in the community that could be
included in a local paper. Students may often respond by saying, "Nothing
ever happens here," but once the topics start accumulating they're often
amazed at the number and quality of activities in their own community. A list
of forty to sixty possible stories is not unusual. Keep in mind the variety
of possible types of articles such as news, sports, human interest, and
interviews\

The edition of the paper, Quilakwa Native Notes, whose front page is
reproduced in this unit, included the following items:

- 163 -

169




1. chie/ and council elections,
2. George Manuel speaks to adult education class,
3. progress on field-trip plans to Guatemala,
&, a student's view of a typical school day,
5. a report on the band alcohol program,
6. a short nistory of the reserve,
7. a report on the findings. from a compafat1ve grocery shopping activity (a
good math-skills project) in the 1ocal area, :
8 a report on a regional native education conference attended by some class
membe s,
9. a report on a class ski outing,
10, a story about the band playschool,
11. an advica column,
12. a report on an activities program for band children,
13. research on native teacher training programs, -
14. a report on a recent class field-trip to Vancouver (with student
T responsés), |
156. an interview with the band's education co-ordinator,
16. a report on the opening of a local Friendship Centre,
17. an update on a class poultry-raising project,
18. a report on the band's housing program,
19. an interview with an elder.
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. weaker writers could be paired with more-accomnlished students. P

In addition, students sold advertisements to locaT merchants in the non-Indian
community and these ads patd for the production of the paper.

The above stories were chosen by students from a Vist of more than 50
potential topics. Students wgre able to pick the ones that interested them ,
the most. Provisions were made for reporters to work in teams of two 50 thdt

5

Have students review their interviewing skills. Remind students about the 5
W'e and 1 H. Talk about cpen-ended and closed gquestions. Discuss the
importance of specific questions that get to the heart of «the story, and the -
necessity of researching the topic so the reporters know enough about it to
ask geod questions. H.se students write out sample questions and discuss with
the group which cuestions Are most 1ikely to produce results. Conduct meck
interviews in the c¢lass, discussing the problems that students may encounter.
Are people nervous or siy? Having 15 to 30 well-thought-out questions should
halp., '

Have studenis conduct the interviews and gather naws. Have students contact
the news source to be interviewed (this could be preceded by a discussion of
telephone manners) and arrange an appointment. Provide each student or pair
of students with a tape recorder, Remind students to verify the spelling of
all names. Encourage students to depart frmd their prepared questions if the

situation waryants it. The purpose of the interview is to get ail the

necessary information to write a complete story. At the conclusion of the
interview, students should thank the person who was ininrviewed.

Have students write their stories. 1he first step is to transcribe the
interview, or at least the relevant parts of the interview. Students can
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~work together on this task, discussing how to write down the speech, spell the

words, and punctuate correctly. From the transcribed notes, students are to
write the finished news story. Prior to writing, a discussion of Journalism

style (inverted pyramid -- placing the most important paragraphs. toward the

beginning -- and writing leads) may be useful. This is an excellent
opportunity to teach the structure of paragraphs. Talk again about the 5 W's:
and 1 H, and help the students organize their information to insure that all
questions are answered. ‘

Edit the stories. The instructor or an editorial "board" of students can go
over each story looking for grammatical and speiling errors, cowpleteness,
wording, effectiveness, etc. Suggested changes should be given to. the
writer(s) and a rewrite, incorporating the changes, should then be attempted.

Produce the newspaper. Production can be an exiting process. Students can be
broken into teams, some typing, some writing headlines, some pasting up the
articles, and others designing advertisements. Reporters should be encouraged
to take pictures to go with their stories. You imight have a competition to
determine the best name for the paper and the masthead design, giving people
with artistic ability an opportunity to contribute. khen dealing with a small
number of copies, final production on a photocopier is quite satisfactory, and
less expensive thanvoffset-printing, Students can then coliate, staple, and
distributelfheir newspaper,

NOTE: If using standard paper (e.g., 8 1/2" x 11" or 8 1/2" x 14"), articles
should be typed in 3 1/2" ‘columns. Layout sheets can be attached to a piece
of paper that has been broken into two 3 1/2" cclumns and 1/2" borders and
marked with heavy black pen so that these guidelines show through. Articles,
headlines, and pictures can then be glued, using rubber cement, to this top
sheet. '




Headlines can be hand-lettered, but ‘a more professional effect can be achieved

by using sheets of peel-off press type. These come in a variety of print
sizes (points) and can provide interesting language and math challenges as a
headline-writer tries to capture the essence of the story with a 1limited

k number of letters. Headlines can also be made by local papers at a reasonable
.cost., Students can then cllate, staple, and distribute their newspaper.

0 Once the newspaper is complete, ‘an interesting exercise is to have students go
through the paper looking for'any spelling, grammatical, typographical, or
layout errors. Improvements for the next edition should be suggested. A wide'
variety of language activities, as outlined at the beginning of this theme,
can be applied to the class paper.

Modification for Varied Skill Levels

One of the problems with producing a newspaper is that it requires students to be
able to write. Nonetheless, a wide rdnge of abilities can be accommodated in a
newspaper theme. Many of the preliminary activities can be adapted to all
levels. By using newspapers designed for beginning readers, such as The
Westcoast Reader, students with a range of reading levels can become familiar

with newspapers, and can read and discuss articles. For non- or minimal-
readers, students can start out by looking at the pictures and then, using their
vocabular,, context, and word-attack skills, try to figure out the captions.
Later, they can attempt to read headlines and then the lead paragraphs of
stories, Many activities can be done orally rather than relying on students to
read articles and write rasponses. h

For production, reporting can be performed in teams of two, pairing a more
advanced student with a less-accomplished one. Even’'non-readers can contribute
by suggesting stories, devejopiny questinns orally, participating in practice and
actual interviews, and assisting in the layout and paste-up. In the latter
stages of production, smatl groups or teams can co-operate in writing headlines.
For example, less-advanced students éan suggest headlines after they've had the
Cstory read to them, and thair suggestions can be written as dictated.,

SR VE
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Keep in mind that a paper does not have to be an elaborate, multi- -page
publication. The sophictication of your paper will depend on your students and
a four-page newsletter may provide Just as much opportunity for learning as a
longer, more polished paper produced by another class. Consideration might be
given to using this theme toward the end of the course, when literacy skills are
more developed, ~as. it would provide students with an opportunity to demonstrate
their newly acquired language skills to themselves and their community.

Instructional Resources

Reference Materials

Adams, Julian and' Stratton, Kenneth. Presstime. Englewood Cliffs, N.J.:
Prentice-Hall, 1969. '

Little, J.F., ed. Co, ing With ihe MassiMedia. Evanston,'111.:(McDouga11, Littell
& Co., 1972. '

 Newspapers

Akwesasne Notés. Mohawk Nation, via Rooseveitown, N.Y., 13683, U.S.A.

Indian News. Dept. of Indian & Inuit Affairs, 400 Laurier Ave. West, Ottawa,
Ontario, K1R 7T3.

Indian Voice. c/o B.C. Homemakers Assocation, 201-423 West Broadway, Vancouver,
B.C. - |

‘Kainai News. Box 58, Standoff, Alberta.

Nation's £nsign. 1110-10235 124th Street, Edmonton, Alberta
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Native Voice. .c/o Native Brotherhood of B.C., 193 tast Hastings, Vancouver,

B.c.

Saskatchewan Indian, 1114 Central Avenue, Princé Albert, Saskatchewan.

The Westcoast Reader. Joan Acosta, ed. 40 Capilano College, 2055 Purcell Way,
" North Vancouver, B.C. V7J 3#5. (This is a graded newspaper for adults who
are learning English). '
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" CHIEF AND COUNCIL ELECTED2

Jor ceenvea Willien and sorgan Felix
n Jebruary 1, 1977, all

“nn seople gacherei to nominate
=217t chief and council, They.
nicia.5cd Romeo sdwards, Rosa-
1izd 201 and ‘ayne Chriecian
far cnlef and Hita Antodine .
“serey lonice, Gordon Ancolno.
fearuernl Joe, Francis Thonas,
Jarry ones, Judy Alexander,

“aven Juristian and Leonard

‘lwar' T as councillors.

Tobruary 11 was the big
i1 ohan everyore cast thedir
vosel. At 8;00 that night the
v11llo 0 1ere counted. The re-
iuls3 dhcwed that Romeo Edwarda

-4 taun reelected chief, re-
‘¢iin: 45 voter to Rosalind'e
‘% nwnd ayne's 4,

“ayne turned things around
‘rothy ¢-uncil race, however,
=ut-;=11ling 8ll other candidates,
281 '<s wayne, George Leiime
.a8 gluo c¢lected to courcil for
tin fi-st time and Harry Jonee
.33 -:%urned for another term.
.8 a r2sult of the elections,
rnese icur men will serve as our
cnief ans council for the dbxt
WO yoorde

s §

maseaala Trip

-+ In Class

1zohol sibuse
deateondial
lo-parative 3hopping
.Jucacion Conference
it Tri?
Sheciee's Coluan
ixyosure gnd Awareness
Ad el
Yn=aouver Trip
seuentioh

‘rieniship Zentre
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In addition, on Monday,
February 14, six piople were
elected to the boord of direc-
tore of the oattls Company and
one psrson was eelacted to fill
a vacancy on the board of direc-

.tors of the Spallumoheen Develop-
ment Cowpany. The six elscted
wers Morgan Felix, Arthur Jones.,
3tanley Jones, Patrick Antoine,
James Antoine and Kandy Edwarda.
-Added to the Spallumcheen Devel-
opments board was Gordon Antoine. .

GEORGE MANUEL SPEAKS .TO SAAE. CLASS 2
3by Charleo Sdwards

Goorgc Yianuel, former presi-
dent of the N;cionulTlndéln Ero-
therhood, author oi The Fourth
Yiorld and Sranoncly prealdent of
the Jorld Council of Indigenous
Teoplo, spoke to the students
of the S,A.B.E. program and other
interested bond members Feb, 28.
lr. tanuel, a Shuswap Indian
originally from "hase who has
travelled widely throughout the
world, visiting native people
on six continentsn, shared his
experiences and ideas with us in
a two~hour sessior. Here are a
few axamples of 'rhat he had to say.
"Yia logt oursalves in the
Christian residemrtial schools.
wnen Indiang find themeelves asoin
ti.ero will be far less drinking
on the reserves.

#The white peoglo want uas to
believe t ot our culture was made
up of only sinfinc and danocing

and a few handlerafts, That's

not truel A large part of our
culture was responsibility, to
oursolves and our community, help-
in; cach other, discipline, e
had strict uel}- und social dis-
cipline; if someone stole, the
chrnunity ostracized him, they
didn't throw nim in jail. We
helped each other su omatically,
e coogeraced as a people, a8 @
comunity, We shured, wé lived

¢ very rich 1ifn, That'e oul-
ture, that's identityl :

= {continued on page 14)
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INVESTIGATING A COMMUNITY ISSUE

Background

Conmunities are living places and, like all living things, are always in the N
process of change. North America is bureaucratized to the point where decisions
~about these changes are often made outside of the community by government.and \
industry representatives who have no relation to the community. Often, while |
bureaucrats make decisions about communities or stand by indecisively, -resources
in the community that could create positive change sit inaotive. Individuals

in the communities know best what needs exist in “their community. JAcross Canada,
both urban and rural community members aré discovering the power they, have within‘
themselves. From saving historic buildings to setting up health facilities to :
fighting pollution, citizens are shaping their comiunities through organization,
and .commi tment.

Key Words

Some of the key words related to this theme are community, change, communication,
co-operation, planning, and action. \

Questions for Oral Discuss ion

What kind of changes do you think-need to be made in your community? Do you feel

you can make changes in your community when it is needed? Why or why not? Do

you feel that the federal, provincial, and 1ocal government is concePred about
your personal cpinions and needs? Does the government act to meet your needs?

_ Think of your community; haYe there been any recent attempts from outside or

“inside sources to improve living conditions, economic conditions, health

conditions, etc.? How effective were these attempts? What made them successful

or unsuccessful? !
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Theme Objectives | : -
\ /
Students will gain experience in communication skills. They will eiperieﬁée (and
better understand) .group decision making. Students will learn about and use
strétegies for coping with community issues and will feel more capable of
creating positive change in their communities. Students will gain ex erience: in
investigating through questionnaires,'1nterviews, and research; in helping to
increase comnunity awareness; in working with local officials and cpmmunity
resources}'and perhaps in fund-raising. Students will practise organizational’
skills and outlining. o ,/é
Skill Objectives
o Language: Students will develop comprehension,. interviewing, questioning, and
communication skills. Basic literacy objectives should be based on an
assessment of student needs, selected from the taxonomy provided, and taught-
through the activities included in this ‘unit.

o Pre-employment and Life Skills: A: 1, 2, 4-6; B: 1, 2,5

(2]

o Computational: A: 1, 3-7; C: 2-8; E: 1-3

0 Cu1tura13 These would vary according to the issue investigated. General .
" objectives are B: 15, 16, 18. -

Learning Activities

The activities you pursue ffbmrthis tieme unit will vary»frun class to class,
depending on the community issde your studentslchoose to investigate. It is
assumed that your class will choose to share in investigating at least one issue;
however, they may choose to investigate two or more“issues. Be careful that this
doesn't become an independent activity. Group dynamics and power are a key to
.community action. This unit could easily be repeated if your students are
enthusiastic about creating changé.
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0 Students should examine the experience of other communities in creating °

a,

. -.change. ‘See the Instructional Resources section at the end of 'this theme for

a list of Films and newspapers that describe communities creating change.

At the end of this unit are six articles that report changes-that native

i ..,,',_Jpgmmunitdqs are organizing. You may want to put-these articles on tape'fpr

/

~ your novice readers. A wide range of activities and discussions can be

| organizeh around these and similar articles. See the list of resources for
: biggrapﬁ3p§ of native leaders that have been active in creating posiiive _
_change. You mignt also look for~biogréphies on non-native leaders such as

Ghandi and Martin Luther King.

-As a class, brainstorm a 1ist of issues that concern or frustrate your

students about their community and put the list on the board. Use words or
short phrases to make it easier for the novice readers (e.g., lack of daycare,
alcoholism, education, housing). Spend time to make sure this list is

' comprehensive. Review the 1ist to make sure everyone understands the issues :

and can read the words.

. "‘\
- “ N
. . .

Have the students indiVidually rank the issues in the order of their
importance (Novice readers may need he1p.): Next, have the students hreak up
into small gfoups of 3-5 members and, as a group, reach an agreement on the
ranking. One member Cénfbﬁ_the recorder. Have each group choqse a

. spokesperson to share thefgroup's consensus with the class. Then have the .

spokespeople try to reacﬁ a'c1ass consensus. Only the spokespeaple should
discuss and rank the issues during this phase..

~/ / ’
This first exercise in/group decision making is important, as the class will
need to make manylgroﬂp decisions throughout this unit. Follow up this
exercise by discussing the students' reactions group decisions. Ask
questions such as the fo11oW%ng. '
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- Was it difficult to rank these issues individually? Why or why not?

- Was everyone's opinion understood and considered in your small group?

- Was it difficult to come to a consensus in your small group? Why or why
not? |

How did it fee1'to compromise?

When making group decisions, how is communication among- the members. of your
group important? What can happen without full communication? |
‘How important is co-operation in making group decisions?

Ask these questions of the group members who were not spokespeople. How
does it feel to nave one person represent your opinions? Were you frustrated.
at not having direct input?/ Do you ever feel like this in real 1life?

Ask this question of the spokespeople. How did it feel to be representing the’
opinions of all the members of your group?

The c¢lass has now come to sume sort o€ consensus on what they, as a group, feel

is the most pressing issue in their community. This issue will be investigated

in some of the following activities.

o Have students take part in the "Listening Triads" exercise (included at the
end of this theme unit).

" The importance of communicativ. and co-operation within your group should now
be evident to the group members. Listening is as important in this
communication process as speaking. The "Listening Triads" exercise will bring

~ out some thoughts on listening. (This exercise is similar to the "Active
Listening" activity described in the Introduction to Interpersonal
Communication theme.)
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0 Have students take part in the "Win 3§ Much as You Can" exercise (included at
the end of this theme unit). This 1s\§ fun activity. In the description of
this activity, it is suygested that yoﬁ discuss win-lose, lose-lose. ind win-
win strategies. As your students inves%igate and try to create change, they
should keep these three outcomes in mihdx The easiest way to create change
will be to try to create a win-winfsituaﬁion. For example, if yohr class
needs funding to create change, they w111\have to show those people who are
the source of funding that they will be “wfbning" from the change that will
take place. Competition is also an importaﬁ@ aspect of this game. How does
our impulse to compete impede comniunity orgaﬁﬁzation? Why is it often so hard
to co-operate, even when we all stand to benekjt? '

o Brainstorming is a skill. In brainstorming, noﬂidga is irrelevant and all
ideas should be shared and will, hopefu11y,*spah§ other ideas, For this
activity, use the community issue that received group consensus in the first
activity. x

Have students brainstorm about the ways in which their traditional community
might have dealt with this community icsue (if the'issue could have occurred
in the traditional community). After you've come up with an exhaustive list,
evaluate these ideas. Are there traditional approaches that could be applied
to the current situation? . What advantages are there to traditional !
approaches? ' |

Have students brainstorm again and consider both traditional and contemporary
approaches to dealing with their community issue. How can they make the
changes they want made? How can they create a win-win situation?

: L8
Considering &ll these means that they might use to creéate change, brainstorm |
about the information they will ‘need %q gather to ;uréue this change. For
,axample, they may need to know: how the entire communﬂty feeﬁs; some
statistics on the issue; how other communities have dealt with the same
issue; what the laws are that affect tnis issue; and, where they might get
funds. ' '




o Unce the brainstorming is done, students should put some thought into

organizing and outlining their strategy. The sequence could be quite
important and the responsibility needs to be distributed.

An outline is like a wmap or sketch to guide people from the beginning to the
end of a project. You may want to show your students some examples of
‘outlines. You can also give them an opportunity to categorize and outline
other things before they try their own list. For example, on the blackboard
put the following words. "

gun Tures cood boots first ‘aid book hiking
rods bow drinking water hunting bullets
fishing . tackle " arrows hooks wool SocCks

Have your students .decide what the major and subtopics are. Record their
restits in ar outline form. You mignt also ask them to make outlines that
illustrate,. for example, their genealogy, the graditions of their tribe;ithe
organization of their band council, or the:way they spend their day.

When you feel they understand outlining, have them outline their plan for
creating change by listing first the ihvestigating activities to be done and
then the ways in which they will follow up their investigation. Based on
this outline, delegate responsibility; everyone should be doing somethingdat
every stage. ' '

-

]

o Questionnaires, interviews, research, organizing public meetings, speaking to
the band council, and speaking to local politicians, may all be part of the
investigyation stage. ﬁréparation is important. What are you going to ask
people in interviews and questionnaires? who‘wil1 you address the
questionnaire to? What people do you need to talk to? The following are some
ideas abcut approaching investigation. ‘ '




-

Questionnaires can be a powerful tool for developing skills, shifting
responsibility to students, moking student concerns the focus of their

' learning, and developing a sense of efficacy. Students should be instructed
to use the followiny procedures.

- 1.. Decide on an issue or question of importance to you.

2. Construct a questionnaire,
. ! : ?
3. Distribute the questionnaire to determine the general opinion of the group
questioned.

4. CoTlate the results.
5. Prepare and present a report-on your findings.

6. ‘Act on your findings, (»

1

<

. Ask students tﬁe fo]]owing questions: "What would be the purpose ¢f such an
activity? What would students learn through the process of developing and
completing a questionnaire? How coulu-the resu]ts'be applied to makg
changes?" - "

An iﬁ%erview is a planned conversation. Students should bg given the
following information about interviewing techniques.

\

- Learn all you can about the p@rson you are going to interview.

- N

- Decide what information you want from this person and what questions you can
a§k to get this information. ‘




- Ask your questions in such a way that the person being interviewed won't
give you just yes-no answers. ’

- 1f the information you get is not clear, ask for clarification.

-.During the interview write down names and phone numbers, but don't try to
write down all the information you receive., If you write through the whole:

" interview, you will not be.abie to respond or carry on a conversation,
Recall most of what the person.has said to you right after the interview.
(A tape recorder can also be used.)

o After your students have followed through on theg; investigation, they may
need to revise their outline for creating change. After you have reviewed the
outline, delegate responsibility. The following is a list of some of the
actions the students might take.

- Create public awarness by "campaigning" for the issue through newspaper
articles, posters, radio interviews, workshops, television, petitlons,
door-to-door canvass1ng, or attending public orugceuncil meetings.

- Hold fund-raising dances, auctions, or dinners, or request funding from
churches, local businesses, the government, or a band grant. The Provincial
Information Office of B.C. has a list of possible resources for communi ty
groups. Write to '

Mr. D.W. Taylor, Director

Operation Services

Tourism B.C.

1117 Wharf Street

Victoria, B.C. VBW 247 Telephgne: 387-3394.
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- Meet with relevant officials; write letters of request to relevant
officials; or have members of the public writed cers Of request to
relevant officials.

Hopefuldy you will receive the results you've aimed for or at 1pa%t a
compromise. You may nave to continue with this proaec. . a part- t1me basis
for some time to get resuits,

A yod-conclude this unit, discuss with the students how they feel about what
they've done and learned. Their feelings could provide good impetus for language
experience reading-and-writing.

Modification for Varied Skill Levels

This theme unit lends itself well to a multi-level class. Some suggestions have
been made in the activities for working with different. reading and writing
Tevels. When the students start investigating and taking action, let them choose
to take responsibiiity for tasks that they'are capahble of carrying out or
encourage them to work in pairs of more- and less“experienced readers. Use the
language-experience approach to help novice students carry out fhetfr tusks.

Foy exdmp1e, if a student or a pair of students decide tq conduct a interview,
have taen dictate the questions they want to ask, use the Written fot 0
practise reading skilis, and then copy these questions for themseive:. This same
appro4ch can be used in wgiting letters or developing questionnairz;. Make the
preparation for .the tasks as important as the actual carqying out of the tasks.

[

Instructional Resources

3nferance Materials

Mlinsky, Saul. Rules for Radicals. New York: Random House, 1971.

- 173 -
184

o PT R Lol 20 ashads Ao aaas




Amev . tlizabeth, Yes We Can! row to Urgarnize Citizen Actiun. Ottawa:
" synergistics Consulting Limited, 1930.

-----

send $5.00 to Shortcuis, 509 Hrunswigk wvenue, Yoronto, Ontario, MHR 276.

Classroom Mater131§

The- following books deal with leaders who have fought for charge.

Créighton, Luella Sanders Bruce. Tacumgeh - The Story of the Shawnee (hinf.
., Toronto: w™acMillan, 1965,

it

Davis, Russell. Chief Joseph - War Chief of the Nez Pierce. NaYor MeGraw-Hitd,
1962. |

Deal, Merritl. 1 Wi Fight NO More Forever. i.Y.: Ba11antihe, 1963.

Dempsey, Hugh. Crowfoot « Chief of thgvﬁlgpkfbut. Edmonton: Hurtlg, 1972,

Foreman, James. Feople ¢f the Dream, W.Y.: bell, 1972,

- P et & | bee W AR § WAL

Gaust, Shannon. Chief Josgoh of the Nez Pierce. HN.Y.: Messner, 1352
’ 6 ¢
MacEwan, Grant. Tatanga Ani - Waluing Buffaln of the Stongys. fdmonton: Huritg,
1969,

-

Vestal, Stanley. Sitting Bull - Champicn of the Soqii.l Norman, Okiahoma:
Universivy of Oklahoma Press, 1965,

Films : )

!’

The follswing filns are available thvough the National Film trard of Cinada,
1161 Georgia Sireev, Vancowver, B.C., VOE 3G4.
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Newfoundiand Project Series. This series contains 10 films that show verious
stages of community action. Of these, Citizen Discussions (NFB No. 106B 0167
1159} and Problems of Foga (NFB No. 1068 0167 180) are recommended.

% Memo From Fogo. (NFB No. 106C 0172 163) 'This film goes back to a community
that orgenized for change to see how time has affected them. '

Saul Alinsky Went m War (NFB No. 106R 1068 002) This film is about Saul.
Al1nsky, a professicnal community organizer from the U.S. who uses non- V1o1ent
means to cnange. N‘wnsky worked largely with minority communities.

Alinsky Apnroaéh Series. This ic a. series of 5 films that describe different
aspects of comaunity srganization. '

rnLounter with Sand Alinsey - Part 17 Rama Indian Reserve. (NF§ No. 106B 0167
084) This is a filmed interview betw;en Alinsky and young Canadian Indian
1oadbrs who exdmine the special conmwtions and problems affect1ng native |
comsunities, -

L

/

Crae Way. (NF8 Wo. 1060 U177 156} This i¢ & f1lm about a curriculum developmént

@ wacan amama itaman

centre in rorthern Qaebec dedicaiwed to producing culturally re1evant mater1als
for ite comounity. ’

Egpdering_Spi}it survival Suhocl. (NFB No. 1060 0178 253) This is a film about
& schoul for urben Mative students. It suggests the importance of educating
chitdren within their own cultural context.

S “dt\'b

I i1 Fight Nu More furever. This is the story cf the Nez Pierce band and ho
they resisted a change that the linited Shates government tried to impose on
ghem: relocation to 2 weservation. (nut an N.FRBG Film)

- 1B -
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Newspapers

The Native Voice. The Native Brotherhood of B.C., Main Floor, 788 Beatty Street,
vancouver, B.C. VEB lA2. '685-2255. (A one year's subscription cou.ts
$10.00.) ®

The Indian Voice. 102-423 West Broadway, Vancouver, B.C V54 1R4.

w
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At Enoch

Fighting booze abuse

By Laurent Roy

ENOCH -+ Chief and
council have initiated two
alcohol and drug pro-
grame into their com-
munity social services
program to ourb alcohol-
ism and drug abuse on
their reserve.
= The new programs.
Wildwood Lodge and
Wildwood Student Sum-
mer Counselling projeot,
were dasigned to cultivate
and promote self-under-
standing. self-esteem.and
most importantly. to
create awareness of the
destructiveness of alvo-
hol and drugs.

.hese innovativo gocial
programs will serve and
meet the needs of our

Brule, muanuger ot
Enoch's community
sonial ssrvices.

‘The two projects are
loocated In Wildwood,
approximataly 120 Km..
northweet of Edmonton.

Wildwood Lodge. a
residential unit, wae
opened last November.
1981, The Lodge offers an
alocho! ocounselling
prograem similiar to

Poundmaker's Lodge. but -

thers is a slight variation.
Flaborating on the
"wristlons of the Wildwood
ndge. Judy stated that
band members, who
have a desire to quit the
syndrome of alcohol can
g0 on a retrpat, to
contemplate over their
objectives and prepare
themeelves for. rehab
oentres in Alberta,

slovholism, |ie syintoms
and its effects. The retreat
members receive one.-to:
one ocounselling and
group therapy.” eaid
Judy.

The Wildwood Lodge
prepare poseible cliants
for rehab cantres such as

Poundmaker'sand others, -

The olients on the waiting
Jiat for ldmlulon into
rehab centres’ are well
tutored on Indian cul-
tures. by invited resource
people.

Onoe a.olient has
completed the 28-day
counselling and therapy
sesaion in Albarta'srehab
centres. these oclients
have the option to
continue their treatment
at Wildwood. for a period
of two motiths,

The Wildwood Student

stated Judy

members suffering from “Ii. these preparatory
rotrests, the ocounsellor
holds seminars on

and drug

% ’

NIMPKISH

HEALTH CENTRE OPENS
JUNE 16,1983

ALERT BAY — Dignitsries,
eiders and the community
turned out to celebrate the
opening of the naw Nimpkish
Health Centre on Jun~ 16th.
The centre will houis nealth
services for both the indian
and non-indian communities
of the north isiand.

Cet.  director Vivian Cook -

says I centre will tske &
holistic. j:proach to commun-
ity health and thatcommunity

\involvement wilh the centre

will e stressed.

Community heaithnurses, &
tamlly doctor, visiting meglical
speciallsts, a dental therapist,
alcoho! and druy abuse coun-
sellors and 2 medical lending
library will all be available at
the new centre. Social assist-
arce staff, homemaker servi-
ces. child cdre and recreation
workers will also operatefrom
the centre Allernative medi-
cal therapies and traditional
healing will be antntegral part
ol the centres approach to
community heallh

Construction began last
September on the $587,000
madicaltacihity whichteatures
natural wood post-and-beam
design. Funded by themedical
services branch of Health and

Weitare Canada, the centre .

with it's clinl¢s, offices and
conference room is @ much-
needed facility for Alert Bay.

Only three years ago the
lack ol adequate medical facil-
itles at Alert Bay was the sub-
ject of a fadera!l inquiry In
March of 1980 the Nimpkish
Band p'roposedlhecrealionot
ahealth cantre as a solution to
the health-carecrisls. Dr.Gary
Goldthorpe, Inquiry commis-
sioner, included the proposal
in hisrecommendations tothe
federal government. The meg-
with a contribution arrange-
ment which allowad the band
lo hire Cook to plan the
project.

Cook hopes the centre will
bring a new era of adguate
medical attention and com-
mtnity health to Aleet Bay

Summer Counselling
program, began on June
15th as an experimental

project and 1t was
successfully cornptetad
on the 30th of August.
This summer projuct
sponsored-y the band
wag designed to meet the
needs ana wanils of the
youths, and was geured to
recruit the dropouts rna
youths experiencing
alcohol and drug pro-
blems. ’
Kenny Ward. the oo
ordinator of the Ycuth
program, is pleased and
confident that this specisl

neodaot wiil ooutinue
taroughout the winter.

Judy Brule

Judy stated

The 15 students who
were lirgt scroened by
counsellors Bert Cardinal
and Kenny Ward, have
found out that there are
folks on Lhe reserve that
do care. listen. and arce
daivg something o
allevinte their prohlems
evplained Judy

These two Social

programs have proven to -

bhe sguccessful and the
band counocil have indi-
oated !}hn\ hey wwill be
continued. she concluded
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THE NATIVE PEOPLR

age

Parenting program at Centre a success

By Gsrey Emils

 CALQARY . Anew
program hasbeensel
up at the Calgary

Indian  Friendship
Contre in the Urban
Indian (Native)
Women. Pareniing

program which was
firet organised sarly
in  February ° 1982,
Their new co-ordina-
tor 18 Deirdre Plll'
ley.

Pmslay told thl
interviewer that
their main objective
1s dealing with
single Native moth.
ers.

Her instructor for -

classes-is Annabelle
First Rider. s Blood
Indian from the
Blood Reserve.

+  Classes are Op-

erated out of the
Centre. and they run
on a i7-week basis,
Speaking with Ms.
First Rider, she said
that the main part of
instructing deals
with patrenting.
Parenting means.
iearning how to cope
with family lifestyle.
learning about dif-
ferent nutrition,
establishing & pos-
1tive enyironment
tortherrchildren, but

most of all, just
learning the im-
Al
o Y\

portance of mother-
hood.

“Thefe are arean
that need to be taught
for young single
mothers such as
being able to under-
stand yourschtidren.”
she said. Notonlyare
the students thers to
learn about the
functions ol mother-
hood, but there has
been different re-
source peopls com-
ing in to speak about
tha various resourc.
os and organizations
that can be of some
benefit for them,

When asked if
there was any other
programs as such
being established
around Alberta,First
Rider said: "Asfaras
I know we aro the
third place in all of
Canada to have this

° parenting prograrm.

The first one was
established in Tor-
ontc. Ontario. then
there was ane in
Vancouver. B.C. and
finally: here in
Calgary.”

She was aleso
pleased with the
Aamourit of Native
women who chave
taken interest in the
program.

‘‘We presently
have thirteen young

Ping .

Native women who
are singls parsnts
ranging from 17
years and older In
olanses." she sald,

“Fver e.nce
program started In
February. the re-

sponss from the
Native women waa
trom all over Can-
ada. such asonsfrom

the

a8 far awsy as
Ontario. northern
Munitohs, Bankateh-
owan. Uritjuh Col:
umbia and the rest
from throughont
Alberta. Although,
wo tdidn't revelve any
response from the
wingle Native [fath-
ors. it would only
mosn that there
weren't any of thom

out there." she said.

Prowontly both
Palnloy  and  Firsl
Hidor uto winiing un

a proposal plan for
the coutinastion of
the prograni.

"Il wo  nra e Nautive weman friom
ceseful it vur ap- How ‘o De.vinber )
piicatinn for fund-  &houldn’l sae why we
Ing. wo will pro couldn't bogin st the
bably boegin w14 boginning of the new
weelt training pro- yeur.” '

gram beginning
lmulmw‘lllnl il
Painley

“1f there 16 & lurpe
wnuint ol nterest
shown by the yonng
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Grant to preserve Ianguages

By The Hub

- Groups in ten oom-

" munities across the NWT

will receive the [irat
grants to develop Native
language programs from
a new fund to promoteand
pruerqustlvcltnguAge
and culture.

The Territorial Govetn-
ment's Exeoutive Com:-
mittee today approved
$448,000 in grants for
projects - ranging from
research into Dene
legends in Fort Pro-
vidence ‘to an Inuktitut
program in the Eskimo
Point school

The Indigenous Lan-
guage Development
Committes was recently
formed to make recom-
mendations on Native
language progams to
Education inister
Dennis Pattsrson.

The eight-member
commities is responsible
for reviswing application
for revieswing applica-
tions from both communi-
ties and individuals for

183

"carrying out

anguage
research and developing
cominunity and sochool
programs.

The commiites
makes regional and
community groups a
oross the NWT aware of
the funding available &i.d
invites proposals. the
minister explained.
1"*The level of interest
and fnvolvement shown
by both communities and
individuale augurs well
for these projeots.”
Patterson said.

The projeots. approved
recently by the Executive
Committee, inolude:

- $61,250 to the Gwich'in
Language and Culture
project in Forl Mec.
Pherson for teaching
Louchsux ae a sscond
language;

- $59,000 for a project in
Fort Franklin to develop
materials in Glavey for
use in schools:

. funding of $26,750 for
Native language and
cultu’ instructors in
schools in Lao la Martre,

also-

.Snow

Akltvlk and Tuktoyak-

" tuk:
- $21.000 for developing

learning materials in
Inuktitut in Eskimo

. Point.

. a grant of $25,600 to the
Slavey Research Centre
in Fort Providence for
research into Dene
Legends and production
of teaching mngrh\.

- $78.000 {or language and
historical research in
Fort Good Hope;

+ $40.300 for ressarch
lesding to & bilingual
education program jn’
and

- $134.800 to' the Commit-
tee for Original Peoples’
Entitlement (COPE) for
developing a program of
teaching Inuvialuktun as
a ssoond language in
Western Arctic and Delta
communities.

Ethel Blondin-Town-
send of Fort Providence
was named chairperson
of the réview committee
at the recent meeting.

/
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7 School lunch program a nutritional success

mannern,

“Teacher, whers does preschool aredivided into sardwiohees and soup, but  comments that if 1t hadn't
soup come from?"' a three age groups, and the The program ie jointly  thie year o cook, Mrs  been for 4o progran, she *
presobuolar asks, An. ‘eachers eat wilh them. funded by the provinos  Loules Fleti iukes muny  probsbly woeuld not huve

other, a smile on her face
to matoh the gixd of her
appetite, walks up to the
oook and eays, "My you're
a good coolesr.”

These are just some of
the grassroots' reaotions
to the echool lunoh
program in Port Chipe-
wyan through which 88 to
45 ohildren aged three and

a half to five get a

nutritious, hot meal every
day of the sohool year, In
addition to the benefits
the ohildren can savor at
lunchtime, the program
provides part-time em.
ploym int for a cook, a
cook assistant.. and a
bookkeeper, and it
dir.aony dovolves a
committee of parents who
are responsibly for
program management,
Mrs: Robin Poulst, a
teacher st the presohool
as well as secretary of the
committee, notes that
" because the program
involves their own
ohildren, the oQmmitiee
takes ite responelbility
quite seriously and gets
.very caught up in what is
going on.

. Outside school hours.
"tho ohildren }lnd toeata
“lot of junk food,” she says,
“but . because mothers
help with the program
and sometimes eat with
the ohildren, the mothers
learn about different
things to eat' and
sometimee ochange their
own family's eating
habits at home.

The ohildren at the

“Sometimes it's diffioult
to gstthreeand a half year
olds to eat eomething
new.” Mre. Poulet points
ous. With children that
age, she says, there's
always & danger that if
one child snnouunces that
he or sho doesn't like
something. pretty soon
‘all 80 {n the group will
‘decide they don't llke it
either,

But since the teachers

eat with the ohildren, this

. kind of mass rejection oan
be prevented, with-

minimal food waste. This
reotios also allows
achers to give basio
lessons in nutrition, to
answer questions like.
“Where does soup oomse
from?" and to explain

where apples. oranges.:

and vegtables are grown,
and to teach table

. program,

and the federal Depart.
ment of Regional Eoon:

‘omic Expansion under

the Alberta Nurth Agres-
ment. Alberta Education
administers the program,
handle® basio -staff
training’ and provides

‘nutritioniets who plan the

menus. The program.
whioh began eight years
ago to serve primarily
Metis oommunitiss a-
oross the north, has
recently expanded into

veral Indisn’ yeserves.

t now operatés in 30
communities north of
Highway 18.

But the Fort Chip
in operation
sinoe Maroh 1975, is
unique in that it is the
only one devoted to
preschoolers. Last year.
saye Mrs. Poulet, the
meals were mainly

homemads dishen. like
slew, aitd shoplierd's plo.
’!}hc lunches alao include
s wide varisty of fresh
fruits ar«i vegelables.
mobt of whioh ure surved
TAW,
-7'The half-time jobs sull
the 000k and her assistant
Just fine.,” she adds,
‘'beoause they have
families of ,their own.’

One is the ,mother of a
presohooler in the
program, ind the other,
Mrs. Flett. is a grand.
mothar. Mre. Flott

had a job ut wil and adds
that since she has buen
onoking nil har e
anyway, the Job 18 slmost
second nature to her,
The program’s boltom

1line i® how it benefits the

ohlldren. "They really
look forward to the noon
meal,” Mrs. Poulet points
out. '‘The program
provides them with a hot,
m.d-day meal that they
wouldn’t ordiparily get
since many /live wilh
single parents who have
jobs outside the home."

By uu-d Mitchell

PAUL BAND-Thie

is a dry reserve, with
warnings of alcohol
prohibition at each
entranoe, yet accord-
ing to a oertaiy
Edmonton daily.
visitors

faots and the reality
upon entering the
Paul Band. quickly
dispell that image.
The reserve is by
no means a place of

would be
" greeted with abjeot
* poverty and ohronic

alcoholiam., The

the age ol xe Re-

oently elected Chief
Ed.Burnstiok, proud.:
ly points to the faot
that of the work foroe
on the reserve, 120

out of 200 are work- .

ing full time with the
othérs awaiting
winter works pro-
jeots or looking for
work outaide the
reserve.

With a budget of
$2.85 million, the
band counoil has set
up eduoation as their
priority. The future

"money and not &

ponrnynl ou dmnk lolutlon to the Paul
deeolute people has Band problem. They
cut deep into the feel undo etreex has
marrow - of thwee been put on a small
proud people. group, of people, who
The Paul Band have problemas,
proudly boasts that which the media has
all the buildinge taken and paintedall
were put up in the residents of the
reserve by theirown i8serve with.
hands. and not those Not uy thereare
of contraotors. no proflems. but the
They are a pri- bandiftrying todeal
duoing band. with a with /them as well
budget o“zbmmlon Thezs is a place and
that is their own, prggram on the
erve for those
government hand mith problems. whou
out, Produotion can come and seek

-Te

will be decided by the
eduoatlo'n the ohild-
‘ren treoceive, aooord-
ing to Chief Burn-

. ’ gaudy mansions, But
neither is it tar paper
shacks with tar-

levels at the metal help or just receivea
shop. furniture fact: sympathetio ear.
ory and on their A tour of the

4 / .shaoks with plastio  yijok, oattle ranoh, help reserve will tell
. coverad windows, The bleak picture lupplomont their anybody that the :
N Pleasunt oottage portrayedinpublioa. million inoil and 'bmd may have it's e
sylohomes Insnoat  t{ions recently. has royalties. roblems, but the . T
rural seiting greet  hurt morale on the The group is/far workand the pride!n

the viewer. an he  remerve, Everywhers from poor and with *the reserve show that

v pulls into the re- you go, the artioles their apprentioe the people are not '
aatitly  bullt (197R)  writlen are held upto rograms and their giving inté their .
-Paul Band admin-  you. uture fir planted problems. but rather |
Intrative building, Tho people proud- in the youth, which are working for

According to s oint to the new - Mmake up the major- solutions.

. : revant  murvey tha l«nnrnnn.lhog.nornl fty. Burnstiok and Even the longest
¢ Paul Datid numbere  “wire, gaw siktion khid  She ocounocll ses & jourhey miisl wiarl
w80 people. with  wood and metal bright future, with the lirst step - .
, > wltnst O poreatit ul wifopa, se slgnm of w Hard work and the Paul Band has
. tho populstioniinder  pomitive growth, The education are the taken that fire{ siep.
N t .
. S,
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LISTENING TRIADS

Goal

To understand the necessity of listening to each other with comprehension as
opposed to merely hearing words.

!

Group Size

Unlimited number of triads.

Time Required

b

Appréximate1y forty-five minutes. / _ \
Materials Utilized

I. Topics for Discussion sheets for each triad.
I1. Q&estibng for Discussion sheets for each triad.

Physica1{$ett1ng

. N "‘. - - . ° 2 2 2
Triads %111 separate from one another to avoid outside noise interference.
i NI 4 Lo
Process |

: «a§> L. _ﬁriads are formed.

.
v II. Participants in each triad number themselves A, B, or C.

I

I1I. %hé facilitator distributes Topics for Discussion sheets. //'
Iv. In each grpug, one person will act as referee and the other two as

participants in a discussion of one of the topics found on the sheet. One

Y111 be the speaker and the other the listener.

B

Na gThe following instructions are éiven by the facilitator:
A. The discussion is to be unstructured except that before each

. participant speaks, he must first summarize, in his own words and
without notes, what has been said previously. '

B. If his summary is thoubht to be incorréct, the speaker or the refekee
- are free to interrupt and clear up any;misunderstanding.

¢. Participant A begins as speaker. He is allowed to c?pose his own topic
from those listed.

- 185 - /
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D. Participant B will begin as listener and partjoioent C as.referee.

P
s aJfo 4

o

E. The discussion progresses as follows: . . "
. .o o
1. After about seven minutes of discussion by the speaker and the
~ listener, participant B becomes the speaker, participant C the
listener, and participant A the referee. The new Speaker chooses
his or her topic. -
2. After another seven minutes C becomes the speaker.
VI.  After another seven minutes the discussions are halted. . Y

VII. The fac111tator distributes Quest1ons for Discussions sheets and conducts
a discussion ?ased upon the questions. , o

L TOPICS FOR DISCUSSION

Choose one topic. : : e

- - . \

. Mixed marriages - good or bad? Why?

. Pre-marital sex relations - acceptable or not? Why?

. Should Canada test the U.S. nuclear missile? Why or why not?
. Do you believe in native control of native education? Why or why not?

AN B W N

. Do you feel sex education has a place in schoo1? Why or why not?

I

QUESTIONS FOR DISgUSSION

1. Did you find that you had d1ff1cu1ty in li%ten1ng to others during th -
exercise? Why? )

2. Did you find that you had difficulty in formulating your thougl .. and
listening at the same time?

-a) 'Forgetting what you were geing,to say.

/ b) Not Tistening to others.

[ ¢). Rehearsing your response.

! ~

3. When others paraphrased your remarks, did they do it in a shorter, more
concise way?

4, Did you f1nd that you were not getting across what you wanted to say?
' 5. Was the manner of presentation by others affecting your listening ab111ty?

- "Listening Triads" is reprinted from: J. William Pfeiffer and John E. Jones,

Editors., A Handbook of Structured Experiences for Human Relations Training,
Vol. 1 Sanfﬁiego CA: Copyright 1969, University Associates, Inc. Used with
permission. '
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WIN AS MUCH AS YOU CAN: AN INTERGROUP COMPETITION

Goal

I. To dramatize the merits of both competitive and coilaborative models
within the context of intragroup and intergroup relations.

IT. To illustrate the impact of win-lose situations.

1

Group Size

Unlimited numbers of eight-person clusters. Each octet is subdivided into four
dyads (two-person partnerships).

LY

. Time Required

Approximate1y one hour. d
; 9

Materials

<

S Copies of the Win as Much as You Can Tally Sheet for each partnership.

I1. Pencils.

Physical Setting

Dyads comprising each octet are seated far enough away from each other for
strategy to be discussed confidentially, yet close enough for the cluster to
interact. :

0 0

- 8’ —

- 187 -

Q . 1 9 3 ' ’:
A ety o




Process
I. Octets are formed and are divided into dyads. From this point on, the
octets will be known as clusters. Each cluster will then be seated as in
the illustration preceding. Each partnership is given a copy of the Tally
| . Sheet and asked to study it. At the end of three minutes, participants
are asked to share their understanding of the game with their "partner.”

Il. The facilitator reads thg following directions aloud: ﬁﬂl

1. The title of this activity is "Win as Much as You Can.” You are to
keep that goal in mind throughout the experience.

2. There are three key rules:

" a) You are not to confer with other mambers of your cluster unless you
are given specific permission to do so. This proh1b1t10n applies
to nonverbal as well as verbal communication.

b) Each dyad must agree upon a single cnoice for each round.

¢) You are to insure that the other members of your cluster do not
know your dynd's choice until you are 1nstructgd to reveal it.

3. There are ten rounds to this exercise. During each round you and your
partner will have one minute to mark your choice for the round. .
Remember the rules. You may now take one minute to mark your choice
for round one. . :

a) (After a lapse of one minute.) If you have not marked your choice,
please raise your hand. (The facilitator should make sure that
each dyad has completed the task before he or she proceeds but

_should keep the activity moving.) ]

b) Share y~ur decision with the other members of your cluster.,

c) Mark your score card on the Tally Sheet for round one according to
the payoff schedule.

d) Are there any questions about the scoring? (The response to ail
question§ concerning the purpose of the activity should be, "The
name of the game is 'Win as Much as You Can'.")

4. (The facilitator continues the game as follows:)

a) You have one minute to mark your decision for round two.
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111,

four.)

10.

11.

The
The

L]

"
b) Has any partnership not finished?

c) Share and score.

(The game is continued by conducting rounds three and four 1ike rounds
one and two.)

Round five is a bonus round. You will note that the Tally Sheet .
indicates that all amounts won or lost on this round will be
miltiplied by three. Before I ask you to mark your choice for this -
round, I am going to allow you to discuss this exercise with the other
members of your cluster. ., After the group discussion, you and your
partrier will have one minute to discuss your decision, as before. You
may now have three minutes for&group discussion. (Discussion is

‘stopped after three minutes.) You and your partner now have one

minute to mark your decision for round five. Remember the rules are
now in effect. (After the lapse of one minute.) - Has any partnership.
not finished? Share and score.

(The facilitator conducts rounds six and seven like rounds one through

(Round eight is conducted 1ike round five, with the bonus value
increased from three to five times par.) ‘

(Round nine.is conducted 1ike rounds one through four and rounds six
and seven.) - /

(Round ten is conducted 1ike rounds five and eight, with the bonus
value increased to ten times par.)

(The facilitator has each cluster compute its net score from the four
dyadic scores. Example: +18, -21, +6, and +2 = +5, It is possible
for each cluster to score +100, i.e., +25, +25, +25, and +25, if all
four dyads choose Y, the collaboration option, in each. round.)

facilitator opens the discussion of the process and its implications.
following key points should be raised.

Does the "You" in "Win as Much as You Can™ mean you as a dyad or you
as a cluster? , .

The effects of competition and collaboration should be considered.

How does the cluster's net score compare te® the possible net score of
1007

How does this experience relate to other group sittiations?

e 195
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Iv. If there is time, the facilitator may wish to discuss the concept of
win-lose, lose~lose, and win-win strategies.

Variatiggg
o -The exercise can be carried out using money instead of points.
I1. Process observers can be assigned to each c1uster

'iIII.' Partnerships can be placed in separate rooms, to m1m1m1ze participants
' breaking the rules. ,

IvV. The number of persons in each partnersh1p can be varied: Clusters can be
made up of individuals and/or various sizes of partnerships. Larger
groups can Su.d representat1ves to the meetings on bonus rounds.

V. In round 10 each partnership can be directed to predict the choices of
the other three nartnerships. These predictions can be posted before
announcing the actual choices, as in the following diagram. (Actual

" choices -are recorded in the c1rc1es after the predictions are. announced. )

AN
- PREDICTED CHOICES
N Predicting | '
Partrerships ! Partnership’ Partnership Partnership Partnership
. A B C D
N

. N
A | .

F @

Y
C -
. <
. N
1 B '
\
\
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WIN AS MUCH AS YOU CAN TALLY SHEET

Instructions -

_For ten successive rounds you and your partner will choose either an X or a Y.
“Each round's paypff depends on the pattern of choices made in your cluster,

PAYOFF SCHEDULE -

4X's: Lose $1.00 each ; 4

, { 3X's: Win $1.00 each
' 1Y : .Lose $3.00

. ' . 2X's: Win $2.00 each
. | 2Y's: Lose $2.00 each

1X : Win $3.00 5
3Y's: Lose $1.00 each-

4Y's: in $1.00 ed

—

You are to confer with your partner in each round to make a joint decision. In
rounds 5, 8, and 10 you and your partier may first confer with the other dyads in
your cluster before making your joint decision, as before, '

SCORECARD
: Cluster's
Round Your Choice Pattern of Payoff Balance -
. (circle) Choices '
1 X Y X Y
2 X Y X Y
3 X Y- X Y
. 4 X Y XY
Bonus Round
Payoff x3 5 Xy X Y
6 X Y XY
' 7 X Y X ¥ \
Bonus Round
Payoff x 5 8 %Y X Y
» .
. 9 X Y X Y
Bonus Round 2
Payoff x b 10 X Y X Y

The preceding activity, "Win as Much as you Can", developed by William Geli¢rmann
and published in A Handbook of Structured Experiences for Human Relations

Trainigg, Vol. 2, UNWTVersity Ks§oCT31E3T‘T§f?éﬁTTﬁt@ﬁ‘ﬁé?@’WTtﬁ‘ﬁé?ﬁT§§ﬂ5n.
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'CHILD CARE

Questions for Oral Discussion

What, are the basic needs of young ch11dren? Nhat'are their cultural needs? Are
nat:&é children raised differently from non-native children? Will children's %
needs change as we reach the twenty-first century? Are the emotional needs of
children different from those of adults? low is the delivery of child care in
native communities different from that in non-native communities?

Key Words

L
Some of the key words related to this theme are child care, emotional needs,
physical needs, social needs, intellectual needs, culture, infant, toddier, day
care center, behavior, and non-verbal behavior. '

Background

The intention of this unit on child care is to focus on issues and needs as they
relate to the -native learner. The approach provides an opportunity for students
to identify personal needs in, the area of child care and to discus§oindividua1
and social concerns relevant and important to them as parents/guardians or
involved community members. 4

Theme Objectives
The students will assess their roles in child care and examine their community in
order to identify child care activities and processes. Students will monitor

some interaction with young chilaren and acquire valuable information and

knowledge regarding child care. .

- 192 -

198




Language: Students will develop a variety of disscussion, listening, observation,.

Skil1l Objectives

¢
writing, and classifying skills. Basic literacy objectives should be based on an
assessment of student needs, selected from the taxonomy provided, and taught frqa
activities in this unit. '
Pre-Enployment and Life Skills: A: 1-3; B: 1-2; C: 1-2
Computational: No specific computational skills.

Cultural: A: 1, 12, 15; B: 3,7, 15, 16, 18

Learning Activitics

Identification of the Basic Needs of Young Children

o What are the needs of young children? First, identify the stages of childhood

development in terms of developmental levels or age (infant, toddler,
pre-school, primary age, intermediate age, and ado1eséent). Then, ‘categorize
children's-development according to types of need (physical, social, |
“emotional, intellectual, and cultural). Place each of these types of needs on
the board and have students brainstorm all the specific needs they can think
of for each category. Compare the class 1ist to the following lists based on
research in early childhood development. '

-~ )

- Physical Needs: elimination of waste, sleep, food, she1£er, exercise,
clothing, general sanitation, and prevention of Hisease. '
Y
- Social Needs: play; interaction with family, parents, strangers, and other
children; telling the difference between family members,_friends, and
strangers; and developmnent of social behavior and habits.

199
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- Emotional Needs: sense of security, honding with parents, reactions to new

~situations and people, recognition of self as an individual and“se1f in.
relations h1p to other children.

- Inte11ectuaf Needs: child's use of 1magination, verbalization and genera1.
communication skills, ability to create, and ability to solve problems, )

a

Je

Construct a_grid with the‘shrono1ogica1 stages along the side and types of
needs across the top. -Complete the chart with specific needs, noting how
these specifics within the categories change as the child deve10ps and grows.

“Have students make arrangements to observe a young child between the ages of

six months and one. year.  Hdwe students focus on behavior that can be seen,
heard, felt, and smelled. Have students categorize the observed behavior into

physical, social, emotional, and intellectual needs: The teacher should

stress the importance of writing or taping only information that is objective.
Help students identify and see the difference between objective and subjective

or judgmental observations. A variation of this would be to videotape achild

for about an hour and bring this tape to class. Have students°watch the tape
and record“their observations about the child's behavior. Students with fewer
11teracy skills can be paired with more-skilled students for th1s exercise.
Have students share their observations.

Discuss alternate ways of meeting.the'needs in each categorj.; How are they
met differently in different families or in different cultures? Have
students analyze how they have nelped meet the various needs of young
children in their own lives. Have the students been effective? Why or why
not? Then focus the discussion on two the ways of mecting each category of‘

needs -- phys.cal, social, emotional, and intellectual -- have changed since

the students were children, since their parents were children, or since their
grandparents were children. - Are the changes for the better? Why and why not?
How were the students' needs met?
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Bring in one or more guest speakers to address the students on such child
development topics ag nutrition, health, and safety (physica1), 1nteract1ons,

- sensitivity, and physical enV1ronment (social); awareness, sense of security, "

and interactions (emotional); verbal interactions, songs, and use of toys that
faci}itate the .development of the senses. and the creation of a stimulating
physical environment (inté11éctua1).' Possible speakers would include public
health nurées, psychologists, early-childhood education teachers, doctors, |
child care workers, etc. 4 o

Visit a child care centre. Focus.on how the children's needs are being met.
Have students comp1ete an observation sheet, noting spec1f1c ways the ch11d
care workers attempt to meet children' s different categor1es of needs. ’

.

"Discuss whether or not nativelchi1dYen's-negds'differ from those of non-native

children. If so, how? How (if at all) are these different needs reflected in
the child's behavior? Are the Indian child's needs met differently by Indian

-adults? What are the effects? This discussion could be facilitated by

showing video-tapes of Indian and non-Indian children interacting with their
failies. Have students contrast and compare both. the.behavior of the

- children and the responses uf the family members.

[}
0 .

Have students construct a collage of pictures; words and symbols from
magazines and illustrate the meeting of children's physical, emotional,
social, and intellectual needs. The class could be divided into small groups
with eéach group assigned to a particular category of needs.

S

Discuss how the ways children's needs are'being met is changing and what this

" process might 1ook 1ike from the standpoint of each category. Why wili, these

changes take place? Are they for the better?
. ’ ¢

Have each student bring a toy, suitab1é for a two-year-old child, to c1éss.
What are the characteristics of the toy in terms of safety, durability,

iinterest-catching qualities, cost, the amount of supervision required, ease of
c1eaning; size, etc? What does the child learn when using the toy? What

k]
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r."”_I_pvestigatirig 2 Child's Cu1tura1 Needs

]
[4

skills are deve1oped? Have students make observations ’on each toy
-individually and then share their conc1usions in a general class d1scu551on
Which. kinds of toys help foster 1nte11ectua1 dere1opment the best7

N ) ] | S

' v

P

0. Us1ng mater1a1s from the chapter on Native Cu1ture, discuss the mean1ng of -

o %.
b

cu1tare. Make sure students have a good understand1ng of culture -- what it

is, how it works, how and why cu1tures-d1ffer, etc.

0 Bra1nstorm with students the differences between be1ng raised as an Indian.
rather than a.non-Indian. What attitudes, values, behavior, etc. does one
learn from being brought up on .a particuiar culture? .

o Divide students into small discussion groups ‘and have them focus on this
question: “Is it important for a child of native blood to be raised as an
Indian? If so, why?" Results could be presented in a general or panel
discussion, ' ‘ |

o Invite a representative of a native organization (such as Ind%an Homemakers,
Union of B.C." Indian Ch1efs etc.) to spedk on the importance of br1nging up'
an Inddan child in an Indian home. A representative of Human Resources might
also be invited to explain the policy regarding the placement of Indian foster
children. Shdu1d‘bands retain control over child welfare? Ask someone from a
native day care centre to speak on the differences between caring for native
and non-pative children. L

o What does it mean to be an Indian? When we talk about bringing a child up to
be Indiar, what do we mean? ®Hpw can we raise a child to be indian in a
society that does not share many Indian values or accept Indian traditions?
What pressures are brought on Indtan children to adopt non-Indian values,
attitudes, and behavior? Can (or should) they be resisteed? How?

bl
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Using videotapes of a Aat1ve and non native child of s1m11ar ages, have
students make comparisons between their observab1e behavenr. Are there
differences? ° Nhat.agw they attributable 'to? In undertaking this activity, be
sure to prepare your students carefully. Any comparison between individuals
-~ especially when they are viewed as. typ1ca1 of entire rac1a1 groups -- is
difficult and r1sky at best Point out” to students that they must be careful
not to make conclusions based on’ too 11tt1e information. Th1s 1s, -after a11
the same way that racism begins. However, the exercise can be important in
helping students reatize that native and non-native children do often act
differently in some cﬁrcumstances as a result of different cultural “

3 k)

backgrounds. . . : By

Qe

*

o ‘Coppare the way children were raised by the local hative group, now and 50;
100, and 20V years ago. Students could dictate or write a story about an’
Indian-chi1d growing up during each of these four periods. How_wi11‘nat1ve

chi1dren be raised 50 years from now?
, .~ :

4

o Look at non- verba1 commun1cat1on (see the theme: Introduct1on to (nterpersona]
Commun1cat1on) and have stugents identify.local .non-verbal behavior (e Je,
personal space, use of touch, eye contact, facial expressions, gestures,
etc.). How do these differ from the same behavior 1n the dominant suciety? .
‘How are they taught to anq learned by children?

0 Pose the following questions: "Is a child not born of Indian blood, but
raised as an Indian by an Indian family, an Indian? Is an Indian child raised
in a white home to be non-Indian'sti11 an Indian?" , Organize discussion groups
around these issues and share the results in class. :

'

In-Home and Out-of-Home Child Care
0 Have studemts compare the benefits and disadvantages -of having g%i]d care.in.

the home by parents/guardians or others With the benefits and disadvantages of
child care in out-of-home situations (i.e., day care).
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Brainstorm: What questions need to be asked of a babysitter or chi1d)care
worker who Comes into the home? Have students identify the ten most important
characteristics expected of a babysitter. In conjunction with this '

discussion, invite a pediatrician, early childhood educator, or public health
~nurse to discuss the most important -aspects of in-home child care and the
.information sitters need-to know when .spending time with children in the

home.."

Discuss types of specialized furniture, equipment, food, and health standards
when having a child in the home. Have police or fire department personnel

come in to speak on common child accidents in the home and how to avoid them.
Investigate child care services in the community that take pTace in the hcme.
Who provides these services? Are they trained, experienced, and effective?

How can -one”locate a-good babysitter or in-home child care worker? . How does
the pattern of -in-home child care differ*in Indian communities and non-Indian
communities? - ' ’

©

Py

Make an inventory of out-of-the-home child-care services in the ¢ommun1fy.‘

What quest10ns should parents ask child care workers? What is the quality of

the child care services? ' Are they geared toward nat1ve people?

Discussion topic: Is native child care different from that found in
ngn-active centres? - Should it be? Ask a native child care worker to come in

' and talk with the class about native child care and child care centres.

Prepare qliestions . to ask this person‘regarding the unique needs and

__expectations of native child care. What are the differences in .urban and

rural child care services for the native parent?

N
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Rights and Responsibilities of Parents

o Identify the parents'/guardians' child care responsibilities. What are the
responsibilities of the community toward correéct child care by parents? When
should others interfere with the parents? What " st parents do to provide
good child care for their children? (Refer to the classification of needs
discussed earlier.) Nhat must every parent know in order tco provide good care
for the child?

o Using a good, simp1e,‘resource book, have students work in pairs to read -
sections pertinent to the topics identified above. Have each pair report to
- the class the information obtained from their readings.
; },,
o Invite a public health nurse, pediatrician, or other expert to discuss the
issue of parental responsibilities. .,

o Examine the'supportasystem that exists for parents in the community. Is it
sufficient and effective? Who do parents turn to in case of need? What sort
of support system existed in traditional society? Can elements of that

traditional system be 1ncorporated into the contemporary system? How?

Health, Nutrition, and Safety for the Child

o Brainstorm around these questions: How are the health and nutrition needs of
children different from those of adults? What are the specific health needs
of childran at different developmental periods?

o Follow up this initial activity wiéh a panel discussion that focusses on the
health needs of the young child. ‘Members of the panel might be a doctor, a
public health nurse, a dentist, a child care worker, and a local elder with
experience in child-rearing. ®#They might address some of these topics:
vaccinations, avoiding and treating colds and fevers, nutritional needs, sleep -
and changes in sleep patterns, eliminating common hazards in the home, etc.

9

S
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0 As a class project, have students preparé"a booklet on the basics of ’
children's health. Students could research the related topics fndividua11y,
in twos, or in small groups and compile their information. Research could be .
conducted by reading and by interviewing local authorities. Students could .
illustrate the bcok with pictures from magazines, drawings, charts, diagrams,
etc.

o Individually, have students conduct an observation activity on a child in the
community. With the help of the parents, keep a detailed account. of all|food

the child eats and the quantity. A chart such as the fo11ow1ng one cou1d
be used. - \

Monday |Tuesday |[Wednesday-|Thursday | Friday |Saturday | Sunday

Breakfast

Snack

Lunch

3 ’ )
Snack J

Dinner

Snack

g

Have the students and/or parents keep this chart for one week. At the end of
the week, have all students bring their charts to class. With a public health “
nurse or nutritionist, analyze the diets. Are they balanced? Do they provide
the child with all his or her nutritional ne~ds? Is there an excess of sugar,
fat, etc.? After this analysis, have students discuss the results and develop
ideal diets for children at different'ages. ‘ |
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‘0 Focus on safety in the home. Discuss, what makes a safe and an unsafe hoie.
From consumer and parents' magazines, newspapers, and-public health brochures,
."lect information on unsafe situations and their consequences. Include
reports on common hazards, toys, furniture, etc. Compile this information in
a bo§§1et or post it on a bulletin board. Get a copy of the Canada Standards
Act (CSA) and look at it& policies regarding children's products. Who should
be responsible for safe products -- the manufacturer, the governmen.,6 or the
parent? -

o Discuss how and why the economically disadvantaged are the hardest hiti when it
comes to accidents in the homes. For example, the poor are more reliant on
used, borrowed, and inexpensive furniture, toys-and clothing. They may also

be less able to Jfford the repairs necessary to eliminate hazardous conditions

in the home and have less access to information regarding potential problems.
What can be done to overcome this?

Modification for Varied Skill Levels . ' . !

The activities rely on verbal interaction skills and utilize a minimum of
reading, writing, or other non-verbal literacy skills. The éctivities can-be
modified for the students with better literacy skills by providing readings and
other activities requiring these skl}ls,ﬁfMany'of the observation activities

involve recording findingstﬁ-F0£;baftér~writers, tﬁisbinformation can be written . ..

out, while those uith“mdﬁéybasic skills can record their observations.
Transcribed, these accounts can provide a basis for language study. Some of the
activities requiring the reading of newspaper articles can be done in teams
péiring more- and 1ess-skilled readers. The instructor may also wish to find
some articles on health and safety hazards and present these. Articles could be
simplified (see the theme on Indian Self-Government) for use with novice
readers.
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LOOKING AT YOUR COMMUNITY'S SCHOOLS

Background

~ In 1976, 83% of all native students who entered school left before reaching Qrade ;
12. The figure for Canadians as a whole is approximately 25%. ‘The participation
of native students in secondary schools has declined steadily since 1972. Though
university enrolment for native students is up dramatically, it is still half the
national average. There are now some 75,000 native students enrolled in schools
in Canada. (Source: Indian Conditions: A Survey)

Key Words

Some of the key words related to this theme are school, education, curriculum,
learning, teacher, and student.

Questions for Oral Discussion -

Have native students been successful in the public school system in general? Why
not? what changes need to be made? Have Indian students been successful in

your particular community schools? What should schools teach? Should all
'students be taught the same thing and treated the same way? What alternatives
.are there to public 'schools? What is your -band's policy regarding education?

How should the schools relate to the community?

fheme Objectives

Students will gain a better understanding of their local school system and native
education in general. They will be able to interact more effectively with local
education personnel. They will have a clearer educational philosophy and will be
better able to effect the kinds of educational changes that the students see as
desirable.




$k111 Objectives

0

¢

Language: Students will develop interviewing, transcribing, interpersonal

" communication, 4uestion1ng; reading, and writing skills. Basic 11teracy_.

objectives shoul: be hased on an assessment of student needs, selected from
the taxonomy provided, and taught from the activities included in this unit.

Pre-empioyment and l.ife Ski11s: A: 1, 2,4;B:1, 2,5
Computationa1:' No specific computational skills.

o

Cultural: A: 16; B: 1, 15, 16, 18

Learning Activities

0

\
Have students read "The Failure of John Fred" at the end of this theme unit.
This is an effective starter activity as 1tq¥ntroduces the complexity of the
whole issue of native education. It also allows the students to develop their
ideas orally and to share them in a group situation. It permits the students
to examine, in more depth, the questions introduced in the preliminary
discussion and to examine the ideas of others. Also, in the fin51 phase, it
asks students to come up with solutions, emphasizing that "praxis" -- acting
positively on one's perceptions -- is an essential part ofuprob1em solving and
literacy acquisitic . Finally, it provides an exper{gnt1a1 base from which
further study can expand. | |

This ‘exercise has been used successfully with adults who range from non-
literate to highly literate. The story should be photocopied and distributed
to all students, and they should be encouraged to follow along as much as
possible while the instructor reads the account orally. You may wish to stop
periodically and discuss characters and incidents to ensure that the students
fully understand the $ituation being described. At the end, when the students
must rank their choices, some vocabulary may have to be taught. Note that the
exercise does not define failure; who failed -- John or the schools?




| After the students have individ.ally ranked the people and factors in terms of
whom they felt were most respunsible for John's failure, form small groups
(4-6) and instruct them to reach a group consensus on the correct ranking.
This phase should produce considerable discussion and debate. This discussion
may trigger strong disagreement and emotional responses, which should be
treated as positive as they show the importance of the issue. When this
portion has been'comp1eted (10-20 minutes), compile the results. It is quite
brobab1e that none of the grdups has reached agreement on any items. Discuss
the reasons for the 1nab111ty to agree. You might then record (uSIng a
transparency of the recording sheet) how many people ranked each. 1tem dn the1r
- individual top three. Then have those students who have placed each 1tem\QJgh
explain their reasoning. Why are there so many different points of view?

What does this.suggest about native eﬂyeation?

Finally, have the groups come up With_three recommendations for avoiding this
sort of problem in the future, and have one of the more able writers record
the group's recommendations. Have a spokesperson from each group introduce
the group's ideas to the class. These recommgndations-can be written on the
board and discussed. '

Another good starter activity is the exercise, "My Opinions About Education,"
included at the end of this unit. More-advanced students can read the
statements and respond in writing, while students with more basic skills can
have the statements read aloud and respond orally. small yroups can be formed
to discuss the issues, or the responses can be collected irom the class as a
whole « 1 discussed. Why are there so many different opinions about
education? What does this mean for the schools?

Researeh the local school situatiori. This process involves a great many
language, 1ife, and computational skills. As a group, brainstorm some
guestions that need to be answered in order to learn‘more about the schools.
Historically, how long have native children attended the schools? Where did
they go before? How many have graduated? Currently, how many native children
are enrolled in the schools? What per cent of the whole school
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population does this kepresent? What is the ratio of native to non-native
students? What part of thé day is spent in native studies? Research what the
first grade enrolment was 12 years ago and then compare it to the grade 12
enrolment this year. ‘ .

The prdcess of finding the answers to these questions might involve |
interviewing ‘the principal or the superintendent of schools. This can be.done
by first helping a small group (two or three students) to develop their
questions, and then they can conduci the interview using a tape recbrder. For
use in reading activities, the tape can'then be transcribed or the relevant
information can be. extracted and com611ed. Interviews with band education
staff and other—education personnel might"a1so be in ovder.

" Once the data is compiled, a wide variety of mathematical activities can be
de'eloped using the figures. . For example, percentages, addition and
subtraction, graphing, and ratios are all suggésted in this exercise.

Film is a visual way of introducing the elements of a theme and, .properly
followed up, can be effective means of generating ideas, oral discussion, and
writing. Here are three films particularly appropriate to this theme:

1. Cold Journey. This dramatized account of a young Indian man's struggle to
find meaning in his 1ife is sure to provoke discussion. All four
language-experience approaches can be used -- dictation, transcription,
directed writing, and free-writing. Here are some’ sample questions-to
generate discussion. What were the major differences in the attitudes of
Buct ey's parents and the school over the issue of education? Why was :
Buckley's identity so confused and how was that identity affected by the
school? What did Buckley's teacher think about traditional Indian skills?
What did he think Indians should be learning? What do you think? Why did
Buckley die? |




0

(4

2. Our Land is Our Life. The film focusses un the pressures felt by the Cree
people of the James Bay region. It examines several aspecCts of this
1ssue, 1nc1ud1ng the schools. A good discussion of how schools have
affected native culture, and what their purposes should be, should emerge
from viewing the film. Should the parents allow their children to go to a
residentié] school? What are the 1ikely outcomes for the children, the
family, or the community? What is the alternative? Is traditional
learning still valid? '

3. Wandering Spirit Survival Schoc.. About an alternate program for urban
Indians in Toronto, this film is good'for examining the need for
~alternatives to the regular public schools and the process that parents,
students, and educators have to go through to make such. alternatives work.
It also provides good historical background on native education. Are
Indian alternate schools the answer? What are the pros and cons of such
schools? Would you like to attend, such a school? Why? What sort of
curriculum should a school contain? ' |

Interview teachers. This exercise would be most effeqtive with parents who
have children in school in that they could interview their children's
teachers. Have students develop épprop?iate questions. Write them on the
board as students dictate them. Have students work with these questions in
terms of sight vocabulary, phonetic analysis, and structural analysis.
Questions might deal with the progress of the child(ren), the native content
in the'currjcu1um; the concerns students have about the schools, or the
changes they'd 1ike to see. Students can conduct the interviews after school
hours, and tape the conversations. Interviews cah be.;rgnscribed -- by the
students with more-advanced skills or by the teacher -- and worked with in
class. Interviews can be conducted in teams of two or three. A discussion of

- communication skills would fit nicely into this activity.
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o Have students recall scl 21 experiences. This can be done as dictation,
transcription, or free-writing, depending on the language level of the
studeht. The topic might be, for example, "My Most Memorable School
Experience;“ or "The Worst/Best Teacher ! Ever Had." Remember, especially at
the early stages, that students may have a difficult time producing a full
account. A series of separate questions, later edited out, may be necessary
to obtain a lengthy enough account to work with. After the accounts have been
written -- whéther through transcription, dictation, or by the students
themselves -- share the stories within the group. Student-produced stories
can then be used for a wide range of language study. Don't miss the chance to
post stories on the wall or to bind them in booklets. '

o Using pictures and words cut out from magazines, have students create a
collage of what school means to them. Begin by brainstorming the words they
associate with school, then break students into groups of two. Working
together, they are to produce a finished collage that represents their

-experiences and perceptions. Post the finished collages around the
classroom. - : ' ) |

‘ .

o Have students discuss "Purposes of Indian Education", included at the end of
this theme unit. This exercise is similar in format to "The Failure of John
Fred."'-The.students first ook at the fifteen purposes 1isted and discuss
them orally to en=ure full comprehension of the items listed. As these are
quite difficult, considerable explanation may be necessary. The exercise .
might be most effective with students who are operating at a more
sophisticated level. Participants rank the items in order of their
importance, theh join with others in a small group and attempt to reach a
consensus. Conclude with a discussion of why it wés difficult to reach a
consensus; what purpose§ the schools reflect in their curriculum and
structure; and how schools that reflect the purposes ranked highest by the '
students would be different from the schools now serving their community.




L}

!

have students construct a questionnaire to assess community attitudes about- .

education (see the theme unit "Investigating a,Commdhity Issue"). Have

" students collate, report, and disﬁribUte the. results, and then act on the .
findings. . '

- Arrange %o have small teams (of two or three students) spend about one half
day in é local classroom analyzing the interaction between the teacher and the
students, especially Indian students; Prior to the visit, students could
discuss a wide variety of communication and interpersonal behavior to watch
for such as-eye contact, the physical positioning of the teacher, the- amount
of "teacher talk" vs “"student .talk", the amount and type of student-to-student
interaction, the nature and amount of grouping, and classroom control
techniques. Students can discuss and develop their obserVations in the1r
teams and then write, d1ctate, or record them. This information can be shared
within the class and phe“different obseryations discussed.’

After the V1s1tat1on a school principal can be invited to discuss education
with the class.  The observations, concerns, and ideas developed earlier can
be expressed. Discuss the principal's responses. Were they legitimate? Did
they reflect concern and caring? Did the students change their opinions as a
result of interacting with the principal? Why? |

Have students organize a community meeting on education. This could involve a

number of 1ife and language skills such as organizing an agenda, inviting
speakers, publicizing the event, participating in or chairing a panel, and
arranging transportation and food. ‘A report on the meeting might be prepared
as a language follow-up. '

Have students read Indien Control of Indian Education. This document, written
by the National Indian Brotheriood (now the Assembly of First Nations), was
accepted by the Canadian government in 1973 and has been official policy for

over ten years. It is thus a critical document for all native people
concerned with education. More importantly, it examines the issue of
education from a native perspective and provides some specific and positive

h
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solutions to prob1ems.' The document is relatively easy to read, but students .
with marginal literacy will need assistance. One approach is to form students
into teams of two, pairing a better reader with one who needs more help; and
have them read and report on a particular section of the document to the

_ ent1re class. In ‘this way, the entire document can be covered and discussed
without the tedium of each student reading the complete booklet. It also has .
the advantage of *encouraging the students to identify the’ authors' purpose,
extract..the essential information from the text, and orally report that
“information. ’q '

o Have students develop a set of recommendations. This could be an appropriate
"cu]minating" activity. It gives students a chance to draw their ideas.
together and app1y them in a practical way. Once the recommendations have
been conc1uded -- this involves organizing 1deas logically and sequent1a11y --
have the students write them down or dictate them to the instructor. Once the
recommen' -tions are compiled, they can be applied in a number of ways: a
1etter could be written to the school SUper1ntendent a delegation of students

- could make a presentat1on at a school board meeting; or, a meeting cou1d be
held with band education officers or local school personnel.

Modification for Varied Skill Levels

Several approaches for working with students at different 1iteracy levels are
suggested in the activities. In some cases, such as the reca11%ng of school
experiences, they can be adaﬁted quite easily. For students who are
non-literate, the dictation approach -- writing the student's words as he or she
speaks them -- can be most effective_as it reinforces the TYnk between spoken and
written English. Transcribing a recofded recollection can also be used with
non-literate students. For students with more extensive language skills, a
free-writing approach can be used where the students take the topic and construct
their own stories. |

Many of the activities involve group or team situations. The reading of Indian
Control of Indian Educa;ion, for example, is a good opportunity to pair a more-

and less-accomplishéd reader. Working as a team, the better reader can help

»
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“the less-skillful student decipher the reading, and then they can discuss and™

present the ideas together. This same approach -- encouraging full paqticipation
in such phases of an activity as brainstorming and dispussion, and a 1éadership
role for more literate studenté when it comes to decdding and recording -- is
implicit in other activities such as teacher interviews, school visitations, and
the development of recommendations}" 0 e

When using .difficult reading materials, the text ¢an also be rewrittén and
simplified. For guidelines in this process, see the Modification for Varied
Ski11 Levels section of the theme “Indian Self-Government: What Does It Mean?"
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The Failure of John Fred

\ At the age of 16, John Fred walked out of school for the last time. He left
_ school-only marginally literate and, more seriously, with .a tragically poor self-
concept. He saw himself as being incompetent and a failure, and his -prospects
for the future were grim. . T T

Who or what was responsible for John's disastrous school experience? Imagine
that lyou are investigating this case.  Your inquiry reveals the following'
information. - - : "

John Fred lives with his motker and.four younger brothers and sisters on a small
reserve in the interior of British Columbia. They live in a deteriorating two-
bedroom plywood DIA house. John's mother is an alcoholic and often doesn't
return home at night. This leaves-John responsible for his brothers and sisters.
John is in grade 8, ‘and has faiied two grades. _ f

again. He looked through the house for food but was unable to find anyjfing more
than a few crackers and some pop. :Frustrated and hungry, he finklly set off for
‘school. ‘ ’ S e .«

On the day he quit s&ﬁbo], he woke up to find his mother gone} he was iippis own

-

At school, he walked into his first class, biology, 1ate as usdhl;- The students
were copying the names of the parts of a fish from their book. The teacher, a -

Mr. Jones, had already decided that John was lazy, sullen, and dull. The teacher

was aiso a little scared of him pecause John didn't respond the way the rest of
the class did; he didn't seem afraid of the teacher's authority or the threat of
failure. As a result, Mr. Jones had been riding John from the beginning of the
year. ' - - B

This morning, he greeted John sarcastically. “Glad you could join us, John. 1I'm
sure you don't care that we have all been working for 15 minutes, but I'm tired

of your selfishness. Now sit down. and come in this afternoon for an hour's
detention.” : : ’

thn felt the rage rush out of him. His eyes bhrned w%th hatregf He flung ais

books against the wall and stalked out. the door. .

In tH; ha11 he ran into the counsellor.

“John,nhhat are you doing in the hali?"
. "I'm quitting," John growled.

"Well, step into my office for a minute."
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The counsellor took John to his cffice and, aftqy listening to his problems, .
said, "Well, John, there's really nothing I can do. I can't change your home
situation and I can't change the school. Do you think you're the only student
with problems? You've been in and out of trouble since you got here. Now you've
got to make a4 decision: go or stay, but if you stay, you'll have to do what the
school requires.” S

8  John walked out of school permanently. ' X

The next day, the principal was sitting in his office filling out attendance
sheets.” Even though onTy three Indian students had ever graduated. from his high
school, he had refused to establish an alternate program for years and hadn't’
provided any in-service work for his staff in Indian education. He had also
opposed 211 efforts to develop a native studies program. "We don't want to

single out any droup for special attention," he'd said. "We don't want to create.
any dissension.” : : ’

He looked up as the home-school co-ordinator, Molly Flanders, knocked timidly atz
his aoor. She began to bring up John's departure. '

"Fred!", the principal bellowed. "Good riddance. That boy has been nothing but a
troublemaker from day ome." ’

Molly hesitated. She knew 211 about the problems John hdd at home and the =
conflicts with the teachers., She knew why John left and that; with the right
sort of program, he cou1d-stﬁ11_retu$n and be successful. But she also knew the
principal and was afraid of his anger. She needed the job badly, so she bit her
1in and nodded. "Yeah,.he hds been in a lot of trouble. Maybe it is just as
-well he did leave. Ne]],'l'11 have to talk with his mother and try to get her to
see the importance of education. Maybe we can get him to straighten up and
become just one of the“stgdentb." .o

4

When Molly approached John's mother, Mrs. Fred began to cry. "I know John's

spent eight years in“a residential school. So did mv parents. How was I
supposed to learn tiow to be a mother? A1l they taught us was how to take orders,
forget our cultyrfe and language, and do laundry.” She broke down completely. "I
don't want to.be a bad mother. I just don't know what to do."

The school~files showed that the first grade John had failed was grade one. ‘When
nis first grade teacher heard that he had left school, she no-ided knowingly. "I
Knew that boy didn't have it even then. Why, he wouldn't hardly ever answer me
in.class vhen I called on him. Just silent- as a stone. And about as smart.

.f'
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been in trouble and that I'm to blame. I haven't been a very good mother.. But I



He wouldn't read the Ginn stories at all. A1l he wanted to do was draw. Well, I
told him to-straighten up or he was going ‘to fail. You have to nip that sort of
thing in the bud. And nobody can accuse me of being prejudiced; why, I treat all
my children exactly the same. No special favors from me."

When the bund ‘education co-ordinator heard the news, she wasn't surprised either. -
"He just didn'T have the right attitude. I mean, we got a half-time native

teacher-aide in the school. What more do they want? Oh, I suppose we could

start our own alternate program, but-it's so much work. And the DIA is 50 hard

to get money out of. Anyway, the people aren't ready for that yet. And the

échool “isn't interested in, native programs, so making waves isn't going to help.
“rvway, we graduated one student last year. 1 hear he's in California taking

cumputer technology. So we lost a few. In a few generations things will be ,
different." . '

At a staff meeting, John's leaving school came up briefly between discussiohs on
adpinistering standardized achievement tests and new washroom policies. "The
real problem," the shop teacher, in a threadbare grey sportcoat and a neatly
trimmed mustache, said, "is his cultural background. 1 mean, Indians dof't
encourage their children to achieve, to- compete. There's no motivation from the
home, no support for academics. They just won't adjust to the fact that things
have changed and that they have to change. Until they do, there's going to be a
lot more Indian dropouts.” :

A young English teacher, long hair falling over his rugby shirt, looked up from
his Dostoevsky novel. “That's ridiculous," he said. "“The real culprit is
society. Society's past:and present treatment of the Indian, the discrimination,
‘poverty, and our insistence that Indians adjust to our ways, that's the problem.
We've underminded every aspect of their own society, and substituted liquor and
welfare for pride and self-determination. And the DIA just makes matters worse.
Of course we're going to encounter this failure  These jeople are demoralized
and defeated before they ever get to school." L

A first year elementary teacher looked at the ‘speakers, her” feverish 'blue eyes "]
flashing. "Can't you see the real problem is our teaching methods? We know that
different students “ave varying learning styles, but what do we do? We teach the

- same way to all of them. And what do we know about Indian 1=arning styles? Do

we try to find concrete, non-competitive approaches? Do we emphasize the prdcess

of learning, ‘or just the product? Do we individualize, utilize child-centered
techniques, allow students to have choices and input? Not very bloody often.

What can we expect?" . "
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"You're all wrong" stated the social studies teacher, who rocked back on his

y chair. "Curricuium", he said, putting his pipe down on the table. “That's the T
root of the problem. How can we hope to retain native students if what we teach
has no relevance to them? Where is the cultural component of our classes? Do we
build on the student's own experience and background or use materials designed
for middle class white students? How often are our courses community-oriented?
Native-oriented? Do we deal with the realities of native concerns, problems, and
aspirations? Until we do, the Indian drop out rate will.continue to be around
90% as it has for years."

The last word came from the vice-principal, an intense, prematurely balding man
wearing a checked tie that clashed with his plaid shirt. "0f course we'd all
like to make changes - we know there are problems! But it's the school system
that limits us. - It's the system that doesn't give us the flexibiTity to create
programs for cultural minorities. And where's the money supposed to come from?
We hardly have enough money to operate the programs we already have. And now
there's so much emphasis on core-curriculum standardization and all that. The
system just doesn't allow us to meet everyone's needs."
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The Failure of John Fred

Ranking Sheet

Now that you've completed your review of the situation, what or whom do you think
is most responsible for John's failure? Rank from 1 to 13 in order of priority.

Group : Individual
Rank - Rank

John Fred

Mr. Jones

Counsellor

'Prinpipa1

Home-School Co-ordinator
John's Mother

John's First Grade Teacher
Education Co-ordinator ”
John's Cultural Background
Society

Curriculum
School System

NERERAREREN
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NAME

DATE:

My Opinions About Education

Instructions: (1) Read each item, :
(2) yuickly decide if you agree or disagree.
(3) Put an "X" on the right-hand side in the correct place to
show how much you agree or disagree.

Strongly Strongly
Disagree | Disagree| Undecided |Agree |Agree

1. A man can learn more
by working than by
going to school/

2. The more eduction a
person has the better
he is able to enjoy
life.

3. tducation h2lps a
person to use his
leisure time to
better advantage.

4, A good education is
a great comfort to
a man out of work.

5. Only subjects like

.. reading,.writing, .and _..{ .. ..
arithmetic should be
taught at public
expense.

6. Education is no help
. in ge.ting a job
today.

7. Most young people are
getting too much
education.

8. Education is worth
all the time and

effort it requires.
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Strongly
Disagree

‘Disagree

Undecided

Agree

Strongly
Agree

Our schools encourage
an individual to

- think for himself.

10.

There are too many
fads and frills in
modern education.

11.

Education only
makes a person
discontented.

12.

School training is

of little help in

meeting the
problems of real
life. .

13.

Education tends to
make an individual
]ess conceited.

14.

The solution for the
world's problems
will come through
education.

15.

A man is foolish to
keep going to school
if he can get a iob.

16.

Savings spent on
cducation are wisely
invested. ‘

17.

An educated man can
advance more rapidly
in business and
industry.

18.

Parents should not
be compelled to send
their children to

school.
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Strongly |strongly
Disagree | Disagree| Undecided {Agree [Agree

19. Education is more
valuable than most
people think.

20. Public money spent
on education during
the past few years
could have been used
more wisely for
other purposes.

" The preceding activity, "y Opinions About Education”, from Nova Scotia Newstand
Report, is reprinted here with the permiss10n of the author “Ur. Blair Shaw,
sycﬁ logist, Toronto, Canada.
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Purposes of Indian Education

Examine these fifteen purposes of education and rank them in order of their
importance from your personal point of view. Place the number one by the most
important, two by the second most important, and so on. '

Then form small groups and try to reach a consensus wiﬁhjpvyour group as to what
the priorities(pf Indian education should be.

Group Individual
Rank_ Rank

- O A, | A eebrer

b

Developing knowledge of and skills in aspects of native
material culture. ', | -
Preparing students to function in the non-native
community. N *

Developing physical fitnéss.

Teaching basic knowledge (facts, content, and
information). "

Imparting traditional Indian spiritual beliefs and
values.

Developing skills of critical inquiry.

Developing competency in native languages.

Developing facility in human relations and inter-personal
comnunication skills.

Preharing students to function in their native

communit . 2s. -

Teaching occupational and vocational skills.

Teaching basic skills (reading, writing, and computing).
veveloping in students & strong personal value system and
moral cuode. |

Developing positive self-concepts.

Preparing students for university-level training.
Developing a strong Indian identity.
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Instructional Resources

Reference Materials

Ashworth, Mary. The Forces Which Shaped Them. (Chapter 1) Vancouver, New Star
Books, 1979,

Mandel, Louise. .UBCIC Research Paper on Federal Schools. Unpublished.®
Available through the Union of B.C. Indian Chiefs.

C1assrpom Materials

Indian Conditions: A Survey. Ottawa: Ministry of Indian Affairs and Northern.
Development, 1980. | |

v

Indian Control of Ind{én Education. Ottawa: National Indian Brotherhood, 1976..

(Available from the Assembly o;/First Nations.)

/

"~ Films

The following films are available through the National Film Board of Canada.

Cold Journey. (NFB No. 106C 0172 051), 1972.

Our Land is Our Life. {NFB No. 106C 0174 152), 1974.

Wandering Spirit Survival School. (NFB No. 106C 0178 253), 1978,
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THE INDIAN AND NON-INDIAN FAMILY IN TRANSITION '

Background

The non-Indian family has been in B.C. for a relat%ve1y short period of time, and
yet their presence has created a remarkable change. The first non-Indians did

not arrive in family units; they were usually men by themselves -- first traders, - -

then gold-miners, -and later merchants. The first real families were formed on
the coast in the urban areas around the ports. '

After this initial period, non-Indian families settled-in two patterns -- rural
and urban. Most of these families immigrated west across Canada, and many came
-from the prairie provinces to settle in B.C. The pattern of the non-Indian
family was that of a strong, secure unit gaining in strength.

Over time, the structure of the Indidn family (which for hundfeds of yearé had

. changed little) underwent change as contact with the non-Indian culture _
increased. The extended family, which includes grandparents, parents,\chi1dren,
aunts, uncles, and cousins, was a strong and vital force in Indian culture.
While the extended-family structure still persevers, the number of broken
families and single-parent families reveals the changes that the native family -
structure is going through. ' '

Key Nordsf
Some of the kay words related to this theme arelfami1y, transition, mother,
fatier, grandparents, children, and roles. '

\. °_
Questions for Oral Discussion

\\

How have Indian and non-Indian families changed over the last 100 years in B.C.?
What was a typical Indian family 100 years ago? What was a typical non-Indian
family 100 years ago? Describe these families in contemporary terms.

- 222 - . ~
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Theme ObJectives | : A

The student will be able to explain the chgnges that have occurred in non-Indian
and Indian families during the last century.

The student should understand the importance of a strong family to a stable
society and he able to describe the variety of roles within different family
structures. : Do | L | -
The student should also be able to appreciate the role of the fam11y as the
primary socializing institution, and as a tool for transmitting cultura1 values
and beliefs. /

Skil1'Objectives

o Language: The stulent will develop outlining, dramatizatidn, public speaking,
interviewing, and discussion skills. Basic literacy objectives should be
based on an assessment of student needs, selected from the taxonomy provided,
and taught from activities included in this unit.

o Pre-employment and Life Skills: A: 1-6; B: 1,2, 5;C:1, 2,7

[

o Computational: No specific computaﬁional.skiils.

0 Cu]tgral: A: 2, 4, 6;_12;VB: 1, 7, i5, 16, 18‘

" Learning Activities

o Have students compare and contrast their understanding of the me;n1ng of
family; translate the Indian term for "family" to the English equiva]ent and

1ook up the word family in the dictionary. Are there djfferences? Why would
there be differences?
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-0 Have students write a script for a play. - The script might centre around
non- Indian and Indian families, both traditiona’ and contemporary, sitting
- down" to an “evening meal. Discuss what the setting would be, who would be
present at the meal, the setting of the table, the food, the conversation, and
any other significant activities. Discuss the roles, and then assign roles
and dramatize the ¢ ript. . 7

,

0 Have stuéents create a p1angfor developing a strong fami1y. What are tﬁe
possible ways to return the family to the stable socializing agent it once
was? To do this exercise, the students must first estab1ish"what they think
the compdnents of a strong, healthy family are. What role would or should
elders be playing?
In this activi%y, students should establish goals for family units (these may
be genera1 and idealistic), deve1op specific and measuvable objectives o' meet
these goa1s, and then make a practical and achievable plan of how to meet *he

- objectives, The 1ast step is the most ¢ 1cu1t. o : e

o Have students identify the roles of father, mother, child, and grandparents in
traditional and contemporary, Indian and non-Indian families, and have them
write or dictate stories about how they think these families would function on
an average day. What would each of the family members do? Wnen would they
'come together? What interaction would there be? Nhat wou1d be discussed?
S ..Contrast the four_ family. types.... "mm..wm,wmwvw.wwwdﬂmm”gy%xiﬂ"mwnn.ww.mwmmwwwwmmmn

This can be ass1gned as a group activity, oﬁ the class could be divided into
f four groups with each group: developing the scenario and writing the story for
. one of the family units, and then comparing stories.

0 Have studgnts develop a speech to be givén at the next general band meeting‘
stressing the importance of the family unit. This speech might reflect the
traditional family structure, based on conversations with elders and other

~




 research, as well as what the students percejve to be the current needs and
problems of the family. This activity could also be dohe as a panel
discussion. L . :

Have students research the causes of the changes in the traditional native
family. This actiV1ty can include interviews and discussion. Some of the
issues focussed on m1ght be residential schoo1s, changing economic conditions,
reserves, Christianity, and disease. Students could be assigned, individually
or in small groups,“to investigate each of these (or other) factors. Research
would involve interviewifig people in the community, especially elders, who had
experienced the changes, and hearing presentations from historians and -
sociologists, viewing and discussing films, reading, and reflecting. Oral and
written reports could be made to the class, tapes could be transcribed or
p1ayéd, or a play or a story could be written, for example. How has the
non-native family changed? fyhat forces have caused it to change? Are those
forces still in existence? ¥
Films can provide a basis.for analyzing some of the reasons why native customé
and families have undergone change. The films 1isted in the Resources section
of this theme unit are recommended for this activity. Two of the films,
dealing with non-native groups (East Indians and Hutterites),; will allow
students to observe the process of change and the résistance to change in
other cultural groups. i ‘ '

5

carmnaay €

Th1s theme prOV1des excellent opportun1t1es for 1anguage experience.f Students’

can be asked to think about their own family. Is it traditional or
contemporary? What wefe_the strengths of the family? What are the probiems?
Have students write or dictate a story about a warm or funny family incident
or merory, or have them do a character sketch of one of the members of their
family. Have students share their stories with each other and bind them in a
class "family" book. ”

231
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0 Have students complete a family t}ee, tracing their family back at least four

- generations. Have them'research informagion about their ancestors, gather
pictures if possib]e, and tell the class something about them. Post these
fam11y trees on the walls.

» . \

o ‘Contrast and compare. Have students 1ist the characteristics of their
families when they were children. "Then 1ist the characteristics of\nat1ve
families now. What are the differences? Why are there differences? \How have
families changed since the students were young? Then, ask students to make a
list of the character1st1cs of the contemporary non-Indian fam11y. How do.
they differ from contemporary Indian families? '

° -

.Modification for Yaried Skill Levels !

This unit lends itself quite well to multi-level groups. The language-experience
- stories can be collected on tape and transcribed for less- accomp11shed writers,
while more-advanced students can write their own recollections and character
.sketches. The discussion activities and family tree activity work we11 with all
levels. The first activity suggested -- comparing the meaning and implication of
the native word for family with the English word -- gives those students who are
fluent in their nat1ve language a chance to contribute their know]edge and

sk11ls.

P]ays are a]so an effect1ve act1v1ty for use with multi-level groups. Working as
"a team, students can offer their ideas for dialogue verbally, while more- -advanced
students record it. The resulting script can be placed on tape and memorized by

npn~1iterate studentsand, in written form, can be used as a basis for language
study. Acting also gives students who are shy and less-accomplished in terms of
literacy, an opportunity to participate fully and actively. These students often
prove to be accomplished and entertaining actors. Research projects can pair
more- and less-accomplished students: working together through interviews and
readings, the more-skilled student can’ help decode the written materials and
write the f{ndings, while both can discuss the issues and make an oral
presentation together.

PR
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Instructional Resources

Films
The following films are available from the National Film Board of Canada.

A Sense of Family. (NFB No. 106 . 0180 048) This film examines a group ,of people
under pressure to change: the East Indians.

Mother of Many Children. ,(NFB No. 106C 0177 518) This f%]m looks at the
changing role of Indian women, and the implications of these changes.

Qur Land is OQur Life. (NFB.No. 106C 0174 152) This film analyzes the pressures
fcr change in the community and family structure of the Mistassini Cree, It
examines conflict by looking at the schools, the effect of development and
loss of land, changing values, and economic shifts.

. The Hutterites. (NFB No. 0164 021) This film provides a fascinating glimpse
into a culture that has resisted change to its *raditional communal and family
organization. ' :
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IDENTIFYING PERSONAL STRENGTHS AND WEAKNESSES

Background ;
The ability to identify personal strengths and weaknesses is . mark of'maturity
in an 1nq1v1dua1. Without this quality, one cannot make progress towards
actualizing goals. The most unreliable sources of information are friends,
family, and occasional acquaintances; the most reliable is- the self-inventory.
Being objective with oneself is perhaps the most difficult of all assessment
activities, but one of the most crucial.. Many individuals, both native and
non-native, lack self-assessment éki]]s,sand_have not had the -:opportunity to
learn these valuable skills.

Key ¥Words

Some of the key words related to this theme are self-concept, assessment, habits,.
behavior, growth, self-evaluation, skill, and.personality.

Questions for Oral Discussion

What are my positivg qualities? What can I do? Wha* skills do I have that are -
differeht from othen people's skills? What skills are the same as other
people's? What skif]s am I Yacking? Where could I get these skills? How can I
assess if it is poss‘b1e to obtain these skills? What am I good.at? What am I
bad at? 'R
|

Theme Objectives

!
\
\

Students should be ab1g to identify their personal qualities, skills, talents,
and interests, tofdgchibe behavior they appreciate in themselves, and to develop
methods of setting goals and accomplishing them.

i




Ski11 Objectives

o Language: Students will develop a variety of discussion, classification,
analysis, and writing skills., Basic literacy objectives should be based on an

, assessment of student needs, selected from the taxonomy provided, and taught
from the activities in this unit.

o Pre-employment and Life Skills: A: 1, 3-6; B: 2, 5; C: 1, 2, 7

o Computational: A: 1, 2: E:1-3

0 Rcu1;qra]gf5: 1,18

\
- W\

Learnin ‘Aciivities

Looking ::\Qurse1ves

o . Have each student write, dictate, or record ten to twenty different responses
"to the questjon "Who am I?" -Responses might include such things as father or
mofher, gﬁard'an, randparent, Indian, hqmemcker,.husband“or wife, logger, and
consumer. These résponses will probably provide some key words for language
study and sight\v cabu1ary.. Have students share information and compare.
responses in sma‘1 groups or'pairs. Then have students share the information

with the entire class, thus perhaps enlarging the students' concepts of their
roles and personality.

0 Have each stulent create a "self collage" that porttays;'with visuals
(drawings, symbo1s, pictures from magazines, etc.), the kind of person the
individual sees himself or herself as.

o Have students create a profile of themselves as a child, to include, for
example, the date, time, and place of birth, the length and weight at birth,
and the position in the family order (e.g., third child). Have students
include pictures, if possible, and write captions for these pictures.

. 235




Drawings méy be substituted if photographs are .not available. Students can

write or dictate some of their childhood memofies, describe what kind of child
they were, and draw a life line from birth to the present showing various high
and low points. § | LR

o Have students identify a number of character traits that may distinguish one
person from another (e.g., careful, neat, energetic, thoughtfu1 and Kind).
List these on the board. Then have students brainstorm as many occupations as
they can. Using the two 1ists, 11nk Specific occupations with part1cu1ar
traits. What personality traits do you need to become a teacher, a social
worker, or @ warpenter?

o Examining the 1ist of personality traits generated by students in the last
activity, help students divide them into four categories: interests, values,
abilities, and diSpqgition. Explain these terms to the students.

o Expectations {interests and values) and resources (abilities and dispositions)
are what each person brings to any job situation. These are things you want
~and the things you have to offer. Some are valuable and need to be retained
. and developed, while othrs are obstacles that need to be overcome and
eliminated. Organize a- discussion around these ideas and emphasize that any
job must be balanced between one' s persona1 compensation and the job demands.
The job must sufficiently satisfy peop1e S expectat1ons while p1ac1ng demands
on them that are within their resource limits.

0 Generate a discussion on how/Beop1e's 1ives would be different if they had
been born non-Indian. What would they be 1ike if they'd been born African?
Japanese? This disucssion should help introduce the topic of how different
cultures influence and shape people.

Looking at How Our Environment Shapes Us

0 Discuss with the cass the components of our social environment such as homes,
community, school, work place, and leisure settings.
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Have students examine the home in which they were raised. Ask students to
share information from their Childhood on their hopes, expectations, skills,
and attitudes learned; the ways they learned to relate to people and cope with
situations; and their general world view. - Help students to see that people's
experience in their early years has a profound effect on later attitudes and
personality. Then have them look at how they related to parental and family
standards. 0id they assimilate (accept parental ideas), admire (take the
parental behavior as a personal model), or'resist? How did the family reward?
How did it present obstacles to growth and development?

Have students examine their personal environment; Where have they lived?"
Have they travelled? Have their travels ‘or places of residence led to
particular preferences, ways of doing things, skills, or insights? Students
could work - in pairs to answer these questions.

Have students individually create a chart with the names of their family
members down the left side, and the words "interests," "occupation,”
"activities," and "general characteristics" across the top. Have students
complete their charts themselves or dictate their responses to the instructor
or to another student. Use the resulting chart for language study and sight
words. -How did students' parents show affection? Did parents allow students
to do what they wished? Were they expected to share in household tasks?

Ask students which type of school they attended (pub\ic. private, or
religious). Calculate the percehtage of students in each category and draw a
simple graph. Individually, have students write or dictate responses to the
following. "Did you encountér difficult social situations in school? Did any
teachers have a special impuct (negatively or positively) on you? . Explain.”

Have students reflect on their work experience. Individually, have them list -
or dictate all jobs they've held or work they've done to obtain funds for
living. Have these activities led to new knowledge, skills, understandings,
or attitudes? What difficulties have they met in work? Have students write
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or dictate an account of a difficult incident. Use the account for language -
study and share it with the class in a discussjon. Have the students been
influenced by supervisors or fellow workers?/ |

‘0 Ask students the following questions: "As a child, how much social 1ife did
you have with adults outside the family? How many close friends do you have
now? What do you do with those friends? How have past friends and associates
influenced you?" Have students complete a "leisure time inventory" chart,
recording what they do with their leisure time (e.g., watch TV, go to the pub;,
do volunteer work, go dancing, visit friends, exercise, participate in sports,
sew, or do crafts). This activity could be completed in fifteen-minute

intervals over ‘severa! days. Have students compare their charts and discuss
them. ' -

- 0 Have students write down the two most positive and helpful experiénces that
have occurred in their lives. (These can also be dictated or recorded and
then transcribed). What positive effects did these experiences have?

o In small groups, have students discuss how their social environment is
aifferent from that of their parents. Share group observations with the

class. Grouping could be done by age to produce a greater contrast in
recollections. '

Learning from Activities

N

0 Have students éurvey the previous activities and then complete (through
' writing or dictation) a description of the kind of person the students feel
they are -- their 1n£erests, abilities, skills, and attitudes -- and how these
have resu1ted_from past activities, experiences, or recognition.

o Based on this description, have students think about ways that they would like
to change. Have them come up with new activities thcy could engage in to
accomplish these changes.




o Having identified the variety of jobs available in the community, have
students choose one and spend a day with a person working in that position.
What skiils are necessary on the job? 1Is it a satisfying job? What skills
would the student need to acquire to qualify for the job? What does the
worker actually do a11 day? How does he or she feel about the job? Have
students write or record a report on their visit (this could be done in teams)
and report back to the class. ~

Interests: What Do You Enjoy Doing?

o Referring back to the activities that students have already done on home,
work, education, and leisure activities, have students list under each
category what they enjoy the most in that area. What interests do they have

_jn each category? What do they dislike in each category? ‘

o Have students list satisfying experiences that they've had in their lives.
Have them write or dictate why these experiences were satisfying. Then have
them list things they didn't 1ike and why. Do patterns begin to emerge? - What

| kinds of things seem to be interesting or uninteresting?. Does this provide
any clv.. to new work areas or activities that might be interesting and
satisfyiuy to the student?

0 Have students clip articles (or pictures with ceptions for those at a more
' basic literacy level) from newspapers that interest them. Do this for a week.
Then have students group these articles into piles of similar themes (e.g.,
travel, Indians, photography, animals, and world affairs). \lhat interests do
these suggest? An interesting bulletin board displaying different students'
articles could be created. -

o Construct a simple series of questions designed to further explore student
interests. These could be responded to individually in writing, in teams of
two with more-skilled students recording the other's response, or as a group
activity. Some sample questions are: Would you rather work with people,
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ideas, or things? What are your main active interests? What do you like to
do to relax? What materials do you most l1ike to work with?

0 Have each student identify four to five occupations they would most prefer.
What is it about each of these occupations that interests them?

o From alT of the above activities, students should be able to construct an
"interest profile." After they have assembled all their interests, have the
students examine them. Are they in harmony with the student's goals? If not,
what adjustments can be made?

Values: What is Important to You?

o Look at the Personal Values Clarification theme unit and select appropriaté.
activities, or examine the resources listed and borrow values clarification
‘exercises from them. If the. instructor wished, the Personal Values
Clarification theme could be inserted at this point ‘and conducted 1n

- conjunction with Identifying Personal Strengths and Weaknesses.

0 Through'a variety of means, explore general values and values about work,

education, people, rewards, and spirituality, for example. Then have students

draw up a personal "values profi]e.“ This profile should identify the values
that are significant in their lives -- what's 1mportant to them and what they
believe in most strongly.

Abilities: How Well Do You Do Things?

o Borvnw the "Assessment Profile" quizzes from the local Canada Employment
Centre and administer them to your students to help them begin to identify
their abilities and aptitudes. For a more formal assessment, ask CEC
representatives to come into the class and administer the GATB test to
students to determine aptitudes in a variety of manual and intellectual
spheres.
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o Explore the abilities of the studentsﬁ What abilities have they acquired
through their experience? Can these abilities be developed further? Do they
suggest possible vocational directions? |

What's Your Disposition?

o First discuss the meahing of the word "disposition”. What is a person's .
dispositirn? How do we develop our dispositions? Can we change them? How?
List the following categories on the board: thinking (or reflective),
cautious (or careful), sociable, and active. Then, as a class, have students
brainstorm- specific types of behavior that they identify with these general
traits. How does someone who is cautious behave? What do they actually ~n?
Then ask students to come up with a 1ist of their own personality traits and
specific behavior that leads them to see thémse1ve5'this'wéy. What is the
relationship between theirlcurrent-behaVior patterns and the influences from -
the past? o | |

0 Have students provide two words (these can be written or dictated) that
describe how they behave in the follpwing situations: at study, at work, in
dealing with people, and in coping with difficulties.

o Have students identify things they have done that were satisfying. What
personality traits allowed them to accoiplish these things? When have they
been disappointed? What traits contributeemto this situation? ' When they've
had disagreements, what behavior traits did students exhibit? What traits do
they exhibit in their home? '

o How do students' characteristics of behavior relate to their goals? Which
characteristics contribute? Which get in the way? Divide a sheet of paper . ,
into two columns with the headings "desirable" and "undesirable” and 1ist '
these behavior traits. This list can be the basis for 1énguage study and
sight vocabulary. How can students change their undesirable traits? How can
they enhance, their desirable traits? | .
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Balance Sheet '. \\

o Construct a chart 1ike the following and hand out to students: \\\ .
Strengths Weaknesses ‘\\\-

Expectations | | .\\\\ .

interests & Values

Resources
Abilities & Disposition

Have students review all the inventbories and self-assessments they've done in
this unit. Help them slot the information generated into these four blocks.
Students with fewer 1iteracy skills will need more help and may need to

dictate much of this information. From the completed chart, have students
develop some general observations about their strengths'and weaknesses. Then

ask students to write or dictate an account of themselves as they appearrin
the‘balance sheet. '

o Based on the above, have studenté identify several things about themselves
that they would like to change. K Have them develop a strategy for making these
‘changes. |

0 .Have students make a collage about the person they'd 1ike to be and the type
of 1ife they'd 1ike to have. The collage should reflect such thing§ as their
hopes, aspirations, values, desires, goals, family plans, and job plans.

0 Have students pick out one important personal goal and design a plan for
achieving it. Here is a format. they may wish to follow.




(

(a) Créate‘a vision of yourself as you would be when you had reached your
goal. '

(b) Develop a specific plan for ach1ev1ng the goal.

(c) Anticipate problems that might get in the way and develop specific
strategies for overcoming these prob1ems«:

(d) “Establish levels of minimum and maximum satisfaction. What exactly do you
want to achieve? What will you be minimally satisfied with?

(e) Provide a means of checking your plan.anrd proving that .you've achieveu your
goal. " |

(f) Plan a ce]ebration appropr1ate to the accomp11shment of your goal.

Modification for Varied /Sk'm Levels

This unit is excellent .~ use with- mu1t1 jevel groups as it provides a good
variety ~f 1nd1v1dua1, small-group, and large-group activities. It also provides
many opportunities for 1anguage generation, and most activities can be done
either through free-writing for the more-advanced students, or dictation and
transcription for the less-skilled. Many of the exercises ask the students to
provide only single-word or very short responses. Some exercises can be
constructed in a directed-writing format, providing students with incomplete
sentences. More-advanced students might wish to exp1a1n'their responses more
fully, while beginners could simply provide single words to complete sentences. .

\\The use of collage construction.gives students with few literacy skills the

: opportun1ty to develop strong statements along specific themes using various |
symbols, and visual images. This allows students to display their creativity,

. imagination, and full comprehension of concepts being presented, even though they
may have limited literacy skills. The emphasis on group discussion 1ikewise
allows all students to participate fully, to share and develop their ideas,’

and to learn from each other. As in other units, there are numerous
-opportunities to péir more- and less-accomplished students, using the
more-skilled students as recorders and transcribers.
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APPLYING AND INTERVIEWING FOR A JOB

?

Questions for Oral qiligbsion

Have native poeple béen successful in job-search activities? Why or why not?
Where do most pe0p1e Qgt their job-search information? What information can be
obtained from friends, newspapers, employment agencies? Wkat are the main.
features of. job .agplication forms and_how should they be answered? What

)
questiond w1111ée asked at an 1nterv1ew? What is a resume, a reference, a cover

letter? What can a person do to ready himself or herself to apply for jobs?

Key Words

Some of the key words related to this theme are application forms, resume,
reference, interview, classifiéd, personal information, data, cover letter,
employment agencies, applicant, employer, and employee.

| Background

In most native communities, the job search begins and ends with information
obtained from friends through word-of-mouth techniques. This information is
~often unreliable and out-of- date., Proper application and job-search procedures,
untaught or unlearned, result in an increased potential for unemployment and
underemployment. . Lack of job-application knowledge has become almost endemic.

Theme Objectives

&9
Students will Iearn'to identify sources of job information and to use newspapers

‘and public and private agencies as job information sources.

4
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ski11 Objectives

Language: Studen;s will develop letter-writing, discussion, and interviewing
skills. They wi11.1earn how to complete job applications, request refefences,
and prepare resumes and cover letters, and will develop an understanding of
specialized 1anguagé\re1ated to job advertisements and applications. Basic
literacy objectives should be based on an assessment of student needs, selected
from the taxonomy provided, and taught from activities jnc1uded in this.unjt.

5

‘Pre-Employment and Life SKills: A: 1-5; B: 1-8

COmputatidna1: ‘No specifih\computationa1 skills.

’

Cultural: B: 18
Learning Activitiés

o Identify sources of information about#job openings. ‘Because.many“native
people in native communities rely exclusively on "word of mouth" for obtaining
information on jobs, the purpose of this introduction-is to acquaint them with
alternate sources of information, First, introduce five sources of job
information: friends, want ads,.emp1oyers, public employment agencies and
privateiemp1oyment agéncies. What are the advantages and disadvantages of
each? Which sources of 1nformatioh have students used in the past? How
reliable-were they? Have students bring to class at least two examples of job
information obtained from different sources.

/s
’
<

o Discuss the use of the want ad section in newspapers as a job information
~source, '
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- Examine examples of want ads from 1-cal papers or large dailies. ldentify,
with students, new or troublesome “ocabulary. Define and explain these
terms and prepare a bulietin boara isolating and defining them.

- identify major sub-divisions in want ad sections and examine the overall
layout of want ads. Which categories of ads are best suited to individuals
in the-class? Why?

- Have students findAand clip out at least five jobs advertised in the want
ads, which they are qualified for. Choose one and, as a class, show
students how to prepare a letter of aﬁp11cation. Then have students choose

- three of the ads they have selected and write personal letters of
application. ' :

- Have students prepare a collage about their job goals using newspapers,
magazines, etc. |

- Ask an employer who uses classified advertisements to come in -and discuss-
their purpose, problems, importance, what he or she looks for in letters of
response, etc. D

o Discuss the use of public and private employment agencies. For a number of
socio-economic reasons, use of employment agencies by native people is often
difficult. By providing more 1nformat16n about and exposure tu these
agencies, students should become more comfortable with the idea of using them.
Firstly, find out how people have used these agencies in the past. Have their

' experiences been good? What is the difference between private and public .
\ " agencies? How much do private agencies charge and for what service? What -
' Jaws protect the consuher when using private agencies? Are there legitimate
agencies and those that are not? Arrange a visit to a private agency and then
to the nearest Canada Employment Centre. Which seems to offer the most?
Obtain CEIC registration forms and fill them out in class.
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Discuss applying direct1y to companies for a job. Discuss the advantages and
disadvantages of this approach. Have students find the names of potential
employers in their area. For each, have them identify the full company name

and address, the .types of emp1oymént they offer, the type of business they

are, ‘the name of a contact or personnel person, etc. Students can compile
this information into a booklet. Have students choose two employers and then
call, write, or visit in person to request an application form.

Understanding and completing application forms.

- (Obtain several examples of app1i¢ation forins from different companies.
Identify the sections and specialized vocabulary of the application form.
Have the class find the definitions and explanations for these words and

compi1é a glossary of terms.

- Norking individually or in small groups, have students design their own
application forms for a "model" company or position.

- Using several forms, focus on their similarities and differences.

- Help students identify the information and documents a person must have

before he or she can com;!:te a job application form (e.g., social
insurance number, names and addresses of employers, and references). ;
Assist students in compiling this information.

- fCo11ect application forms from a company and give each student a copy. As

a class, complete the same form. Go over important considerations
(neatness, completeness, etc.). Show them how to complete the personal
data section, the work history section, and the remainder of the form.
What about dishonesty on an application form? Nhg; do you do when you
can't answer a question or when the question is not® relevant to you?




- Have students fill out different application forms individually. Photocopy
the completed forms and have students critique each other's forms.

- Examine a large number of forms. Are somé unfair? Were some areas
over-emphasized? What was unasked? Based on their examination of these
forms, have students 1dent|fy the tive most difficult areas on app11cat1on
forms. Discuss these. Then have students compile a list of the 20 most
asked questions on job application forms and answer these questions
individually for future:reference.

Covering letters "cover" an application or resume. They generally highlight
relevant experience or training. Discuss covering letters, examining their
features and purposes. Examine several examples and identifv the general
format. Have students prepare a sample cover letter for an advertised Jjob.
Duplicate these letters and have students critique each other's letters in
terms of format, content, and mechanics. |

Discuss the role and importance of references and the different types (e.q.,
business, personal, academic). Has anyone in class ever requested and
received a reference or been asked to provide one? Examine samples of letters
of reference and identify the major features. Create a role-play situation
where students practise asking for a letter of reference. Develop a "model”
letter, requesting a letter of reference or recommendation.

Examine the preparation-of a resume.
\\

- What is a resume? When is it ngd? How does it differ from an application

form? Has anyone ia the class ever used a resume?
\,
. N .

N

- Examine several samnle resumes, looking. for and isolating the main

features. Develop a complete set of feafh(es or categories to use when

writing a personal resume. (This may vary somewhat depending on the style
be1ng followed. )

- 243 - ' 249




Using an existing resume, blank out various sections and provide duplicate
copies for each student. Have students correctly fill in the blanks with
appropriate information, following proper format.

Have students brainstorm data appropriate to various personal categories
(i.e., personal data, education, work experience, interests, and
references) in rough form. Then have the write this information in proper
resum? sty1é.

Have students complete a personal resume. Duplicate these and have
students critique each other's resumes in terms of content, format, and
mechanics. ‘

Review job-interview techniques.

Discuss. students' experiences with interviews in the past. Have students
write or dictate a language-experience story about an interview experience.
What is the purpose of .an interview? How important is it? What
information does it supply that the application form and resume cannot?
What skills are involved in conducting a successful interview?

Discuss the types of questions that migh- be asked in a job interview.
List specific. questions..that students might encounter. .

Discuss communication techniques (see the theme unit "Introduction to
Communication") that are important in an interview (e.g., eye contact, body
position, tone of voice).

Pair students and have them interview each other. Then interview students
individually in front of the class, using a VTR. Play back the tape and
have students critique each other's performance in terms of content and the
use of communication techniques.




- Invite a speaker from business, the government, or the school to discuss
interviews in terms of appropriate dress, the types of questions he or she
asks, the responses looked for, the importance of the interview, etc.

Modification for Varied Skill Levels

It should be noted that many of these tasks are quite sophisticated (e.g.,
resume-writing) and will prove challenging for most students. The instructor
will have to determine which activities are appropriate for which students and
make proper accommodations. Sections of this unit can, of course, be eliminated
altogether, and the class work can be limited. to oral activities or the most
basic written activities (filling out application forms, for example).

Several approaches for working with students on job application and|interview
skills have been suggested in the 1ist of activities.. Most activities begin witH
the student's own knowledge on the subject and proceed through new learning and
the application of skills. Most of the activities are geared to the|development
of .erbal interaction skills in large-group settings. However, smalli-group
activities and individual seat work can be substituted. For students\]acking in
writing skills, the use of tape recorders with teacher-prepared transcriptions
can be a valuable substitute. Peer-tutoring can also be employed.

Instructional Resources

- Reference Materials

ABE Communications 3 Writing Book. (Unit 8). Victoria, Ministry of Education,
1984.

Jew, Wing and Tandy, Carol. Using the Want Ads. Hayward, California: Janus
Book Publishers, 1977. - \

\

Y

Kahn, Charles; Tong, Robert; and Jew, Ning. My Job Application File. Hayward,
california: Janus Book Publishers, 1975.. ... . . ... o e
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Koschnick, Kay and Ludwig, Stephen. The World of Work. Syracuse, W.Y.: New
Readers Press, 1975.

Lamrock, L.A. "Evaluating Life Skills". Life Skills: A Course in Applied Problem
Solving. 3rd ed. Saskatchewan Newstart Inc., 1971. |

\
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Livingstone, Arnold. Janus Job Interview Guide, Hayward, Ca11f0rnia{ Janus
Book Publishers, 1977. ' S

Roderman, Winifred Ho. Reading and Following Directions. Hayward, Ca1ifornig:
Janus Book Publishers, 1978,

Russell, Bonia. Heading Out - A Job Search Workbook. Toronto: University and
College Placement Association, 1981. | ; ‘
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Canadian Classificativa and Dictionary of Occupations. Ottawa:/ Supply and

Services Canada, 1978, /

Careers British Columbia. Occupational and Career Analysis Déve1opment. Ottawa:
‘CEIC. " ‘ ‘

. CAY Careers and You. Career Action for Youth Centre. A joint venture of the
- Canada Employment and Inmigration Commission and the Vancouver School Board.

Creative Job Search Techniques. Training Research and Development Station.
Prince Albert, Saskatchewan: CEIC.

Guide for the Job Hunter. Ottawa: Ministry of Supply and 3ervices, 1979,
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Moving on! a Career. (Uccupational and Career Ana]yéis and bevelopment Branch,
Advanced Developments Division, CEIC. | '
a) Working it out (Subject: Why Work?)

b} Getting to Know Yourself {Subject: Self-Assessment)

¢) Looking for a Job (Subject: Searching for Employment)

d) Job Interviews (Subject: Interview Skills)

e) Starting to Work (Subject: Employer/Employee Relations)

f) Working with People (Subject: On-the-job communication Skills)

g) Living with Work (Subject: ank~0r1ented Life Style/Leisure)

h) Moving On (Subject: Understanding the Payslip/Termination uf Emplnyment)
‘Communications and varketing, ACCESS Alberta, 16930 114 Avenue, Edmonton,
Alberta. -

PLACE, Guided Steps to Employment Readiness Place Workbook, Part E, Personal
Needs Place Sourcebook, Part E, Personal Needs. Occupational and Career
Analysis and Development. "Cat. WH-7-03ZE. Employment. and Immigration Canada,
1980, '

Audio-Visual Materials

Creative Job Search Techniques (CEIC) This series is Comprised‘of five reels,
each on a separate topic: interviews, qualifications, introductions, .resumes,
analysis. (available through your local Canada Employment Centre)

Day After Day (NFB No. 106B 0162 063) A look at life in a mill town.

Face to Face (CEIC) Slide show on how tu prepare resumes, conduct interviews,
etc.

1f Man Can, Women Can (CEIC) Interviews with women in non-traditional jobs.

The Clerk (NFB No. 1068 0158 048) Explores conflict between a man énd his
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prepetitive job.

The Man on the Assembly Line (NFB No. 1068 0158 051) Looks at the problems and

tensions of a man working in & moGern factory.
"’24‘/" . ()-o(
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\>

Unemployment: Voices from the Line (NFBZNO. 106C 0180 040) Looks at the human
side of unemployment. | '

1

Who Will 1 Sentence Now? (NFB No. 106CE0178 043) An examination of the problem
of occupational health hazards. :
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iNDlAN SELF~GOVERNMENT: WHAT DOES IT MEAN?

Background -

Since they first made contact with non-Indians, Indian. “ave been losing the
right to self-determination. The Indian was at first a very gracious host to
early fur traders and explorers. This soon changed, and Indians altered their
life styles and became dependants of the traders. The massive death toli
(anywhere from three-quarters to one-half of the total Indian population)
caused major disruptions 1ﬁ the Indian nations.

Many factors affected traditional communities. Dependence on alien food and
material, attempts to convert natives to'Christianity, and the establishment of
reserves all resulted in the effective 1oss of Indian self-government. This
process was further exacerbated by the establishment of a massive civil serVice -
to run the affairs of native people. o

One of the last factors tb have a major impact on the contemporary Indian was the .

establishment of residential schools. These schools have been credited by some
as a major cause of the social disruption that is so prevalent on reserves.
\_,_\_-__'___,/“
Now, Indian bands are demanding compensation for the loss of their way of. life --
1angdage, culture, economic base, and especially land. They are demanding thé
right of self-determination. It appears that this call for Indian
self-government is being heard in Ottawa (as i]]ustrated by the recent
parliamentary inquiry into Indian affairs, the Penner Commission), and that
Indian self-government in some form, will soon be a reality.

Key Words
Sonie of the key words related to this theme are government, politicians, band

councilg,,band members, land claims, autherity, responsibility, power, and
‘taxation.
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~ Questions for Oral Discussion

" What does Indian self-government mean to you? Does it mean putting power over
our lives into the hands of a few, or does it mean that each of us, as
individuals, would take on more power and responsibility? What is government?

Do we want sovereignty? Will we be a state within a province, or & nation within

- a nation? Do we want full responsibility to determine membership in our

communities? Can we accept full responsibility for our education, social
deve1opment;‘econom{c development, and judiciary system on the reserve? Will the
band membership be able to monitor and control the elected or appointed political
mechanism?'_what resource base will we use to run the Indian self-government?
Will there be taxes for band members? What does Indian self-government wean for
urban Indians?

Theme Objectives

The student will be able to define the concept of Indian self-government, and
identify the changes necessary to implement Indian self-government. The student
will understand traditional tribal or community governing patterns and evaluate
their applicability to contemporary situations,

Skill Objectives

0o Language: Students will develop a range of comprehension, discussion,

research, and listening skills. Basic literacy objectives should be based on

an assessment of student needs, selected from the taxonomies provided, and
taught from activities included in this unit.

o Pre-employment and Life Skills: A: 1, 2, 4, 5; B: 1, 5; C: 1-7
o Computational: A: 1-4, 7; E: 1, 2

o Cultural: A: 2,6, 10; B: 1, 10, 15-18
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" Have students research reserve history. This research would agafn entail

in Canada (available

Learning Activities

2}

As a class, develop a timeline showing significant occurrences in terms of
local Indian government. The timeline should span pre-contact, contact; and
post-contact with non-natives as well as contemporary periods. Some of the
points identified might be the following: the first white man to travel
through the area; the first permanent settlemant of non-natives; the first
establishment of reserves; the first residential school estéb1ished; the first
Indian agent assigned; the date religious ceremonies were outlawed; when the
hereditary chief lost power to the elected chief and council; and,'the date
that Indians gained the provincial and federal vote. It may take considerable
research to identify some of these dates, but by utilizing local elders,
historians, teachers, band administrators, and band archives, most of the
information should be available. '

interviewing and reading as well as utilizing a wide array\of materials and-
resources. The Union'of B.C. Indian Chiefs might be he]pfu\ (they have
transcripts of the McKenna-McBride hearings and other early data on reserve
creation). | |

Form your students into pairs, ensuring that a more- and less-advanced reader
are teamed, and have ;ﬁem'begin to read the Handbook of Indian Self-Government
rom the Assembly of First Nations). This document is a
condensed and simplified version of the "Penner Report" (the formal report of
the Special Committee of the House of Commons on Indian Self-Government), and
clearly outlines the elements of Indian self-government and poses excellent
questions for discussion, such as: “How can your First Nation take ové( more
responsibility for education? What facilities would your-band need to ﬁgke
over child welfare? Wnhat should we do to get the parts of the report we‘]ike
adopted?" \




-

Though many students will have difficu1t& with the reading, it is written i

. fairly easy language (about a grade 10 reading level on the Fry scale) and i

organized to increase ease of comprehens’ :n. Reading sections aloud in class,
following up: with thorough class discussion, condensing and adapting sections
where necessbry, and having students work in teams, should help minimize the

difficulty. iNew words encountered can provide a basis for studying:
| ,

~ word-attack §ki11s‘and building a sight vocabulary. The instructor may wish

to select ceftain sections for study rather than have students attempt the
entire documrnt.

What do you Qant from Indian self-government? Organize discussion groups
around the f§11ow1ng issues. '
- Indian.govérﬁﬁggf structure: What should the "election procedure be? How

should it be administered? wn§§ should the relationship be with the-federaf

-
i ' )

government? Should there stili“be a DIA? What committees should there be?
, . .

- Irdian govérnment powers: What control should Indian government have in the
areas of membership, education, soqja1 services, justice, policing, etc.?

. How should these be different from the present situation?

- Finances: Qhere should funds come from? Who should make decisioﬁs about
how to spend it? How should the administration be accountable? How should
money be spent?

- Economic Development: What kinds-of development do you want to see? Do you
want to purchase additional land? Should money be invested in off-reserve
ventures? Should employment be the first priority?

- l.aws: Should provincial 1aws apply to reserves? Shorid the Indian Act be
retained or replaced? What (if anything) should take the place of the
Indian Act?




i d

- Traditional ferritory: How should we pursue land claims? What sort of
settiement shouid we expect? How shouid we be compensated for traditional
lands utilized by our community that are not now a .part of the reserve?

- Off-reserve Indians: How should people 1ivin§ off the reserve be dealt
with? What special problems for off-reserve Indians are suggested by Indian
self-government? How can these problems be dealt with?

Discussion groups can tackle each'of these issues (or others), and record
their feelings and ideas on large sheets of paper that can be posted around
the room. Have students attempt to reach a group consensus.-on the
priorization; .this should lead to further discussion and exchange of ideas.
Groups can alsc be assigned-different .topics and can then report their ideas
to the class. ' |

¢

4

Sponsor a workshop on the Penner Report. This workshop could be for the
entire community and could bring in experts on Indian se1f-governmentfto
explain the report to the people. Speakers could be from tribal councils, the
Union of B.C. Indian Chiefs, or local leaders involved in the transition to
_self-government. |

<

Based on ,the study of the Penner Report, develop a questionnaire (see the
theme;"IﬁVestigating a Community Issue") to assess community members'

~ attitudes toward Indian self-government. Questionnaire dgve1opment involves a
wide range of language, computat{on, and communication skills. Have students
compile the questionnaire answers and report their findings to the community.

Have students write or dictate a story about how people traditionally governed

themse19es. How can elements of this traditional government system be
incorporated into the pians for Indian self-government?
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Discuss with your class the historical and current role of the Department of
Indian Affairs. You might invite a speaker, such as the chief, band manager,
~or local native politician to discuss the relationship betweeri individual ' -
Indians, local bands, and the DIA. Refer to the Indian Act for further

~ identification of these relationships. What responsibilities has the DIA
he1d? How soon could they be phased out? With vour class or in separate
groups, prepare a plan for phasing out DIA co o~ 1. What should come first? -
How can the community take over this area? You might draw up a timeline
'showing how this phase-out could be accomplished. |

'‘Draw up an organizational chart of the community outlining the political,
educational, and economic structures. Have students identify the peoplé that .
occupy specific positiuns. Would this outline change,with'lndiah

sel f-government? How? 3 . e

Have ea h student write or dictate their idg%s.about sel f-government and how
it should look in their community. These "position papers” would provide the
basis for group discussion, a panel di§cussioﬁ; or a debate. Use the
documents for language study. | '

Introduce (or review) the business-letter férmat; then have students write a
letter, individually or in pairs, to the band codnci1, native politicians, ¢r
M.P.s, expressing their views on Indian self-government. Use the letters and
,the responses received for language study and further discussion of the issue
of self-government. | '

Write an article for the 1ocal non-Indian néwspaper epraining the history,
need, rationale, and specifics of Indian se1f-governmen£. Have writers kéep
in mind the backgrounds and concerns of their audience. Articles could be
written as small-group projects. Local television and radio programs could
provide other means for your students to increase public awareness about
Indian self-government. ‘

5
/
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Modification for Varied Skill Levels

This theme may be best done toward the end of the course, as it is summative in

" nature and students would benefit from having maximum literacy skills. This unit

v
Pairing students with Tiore-accomplished readers allows peer tutoring and

is also closely related to others, drawing on some of the content and conceptis
introduced in other units, and it focusses on the future of native communities.

As for modification, many of the suggestions made previously apply here: pairing

more- and less-skilled stuaents, deVe]oping group projects, and emphasizing class
discussion. The most difficult phase of this unit will be the examination of the.
Penner Report and other printed information on Indian self-government. To
accommodate less-literate students, an instructor might take essential sections
and put them on tape for students to listen to. He or she might also take
critical sections and rewrite them in simplified language. Here are some
guidelines for rewriting and simplifying materials.

Find an article of interest to your student.

Jot down an outline of the major ideas in rough form.

Express these ideas in simple sentences.

Replace complex words with simple words whenever possible.

Check the words agai.ﬂa your student's own word list and other easy word
1ists, substituting known words for unknown words whenever possible.

o Leave five to ten new words in the re-written article. It is helpful ta
1ist the new words at the top of the story, teaching them to the student
before reading the article.

O O O <« ©O

encourages discussion and questioning.
Instructional Resources
\

Handbook to Indian Self-Government in Canada. Availabie from The Assembly of

First Nations.
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NOTE:

The Assembiy has prepared additional materials on Indian sel f-government,
the Indian Act, the constitutiop, and community development that might be
helpful in the classroom. They should also. be able to suggest
appropriate local resource people who might act as speakers.
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AN

INTRODUCTION TO INTERPERSONAL COMMUNICATION

‘ \\\Background

Though most of our waking 1ife is spent in some form of communication, little
attention has been devoted in education to this critical area of human activity.
Nonetheless, interpersonal communication, like reading and writing, is a set of
coding and decoding skills that can be learned, practised, and used. There are
four main reasons for enhancing our communication skills:

0o The way we communicate affecté others and how they see us, respond to us, act
toward us, and feel toward us. ’

o Different ways of communicating produce predictable outcomes.

o By learning the techniques and theory of interpersonal communication, we are

able to choose between alternate modes of communication, we come to realize
that we have options to choose, and we are able to evaluate our choices in
terms of their effectiveness and conseguences.

' \

0 By understanding the éonsequences of our choices, and having the skills to
operationalize them, we can consciously and positively affect our relationship
with others as a result of making more appropriate communication decisions.

Key Words

*

Some of the key words related to this theme are communication, interpersonal,:
feedback, breakdown, verbal, non-verbal, encoding, and decoding.

[ ]
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Questions for Oral Discussion

‘How does the way we communicate affect our relationship with others? Can we
learn to communicate more effectively? What are the elements of interpersonal
communication? How important is non-verbal communication? How do we do it? Do
communication patterns vary from culture to culture? Why does communication

break down sometimes? How can improving communication skills help us function
more effectively in our family and community?

" Theme Objectives

\‘.
Students will have a better'underst%nding of the interpersgna1 communication
process and the importance of oral ¢nd non-verbal communication in shaping
peop1e's thoughts, opinions, and behavior. They will know the key elements and
terms of the communication process. They will be more sensitive to
culturally based communication patterns. They will be able to examine and
understand areas of and reasons for communication breakdown. They will be aware
of the skills involved in active listening and will become more effective
interpersonal communicators.

Ski1l Objectives

0 Languége: Students will develop a range of interpersonal communication
skills. The major concepts to be examined are feedback, sender and receiver
roles, one-way vs. two-way communication, areas of communication breakdown,
verbal and non-verbal communication, and language development. The primary
communication skills to be taught are active listening, paraphrasing,
perception-checking, describing feelings, and describing behavior. Basic
literacy objectives should be based on an assessment of student needs,
selected from the taxonomy provided, and taught from activities included in
this unit. )
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0 Pre-employment qnd Lifé Skills: A: 1-3, 6; B: 1, 5;C: 1, 2
0 Computational:. No specific computational skills.

o Cultural: A: 1; B: 3, 16, 18

Learning A;tivities .

o Construction Game. This is an effective introductory activity in that it
introduces, in an experiental way, many communication concepts. It's also fun
and seems to work well with almost all groups. Build a model of twehty to
thirty tinkertoys and place it behind a screen. Divide the class into groups
‘of four to six students. Give each group the identical pieces used in your
model (unassembled, of course). Have each group select a runner. The runner
is the only one who can Took at the model. Keeping hands behind the back, he
or she must instruct the group members verbally on how to construct their
pieces so they are identical to the figure behind the screen. (The runner'can
view the model as many times as desired, but must return to his or her group
before giving information.) Group members should ask questions and be
encouraged to participate actively in the construction. |

The "winner" is the first ygroup to assemble the pieces so that they look
exactly like the model behind the screen. While the activity is underway, the
instructor can be collecting data for debriefing such as: examb]es of runners
violating the non-pointing rule (non-verbal communication); examples of good
encoding (precise and helpful) and poor encoding (vague and confusing); and
examples of good feedback (questions that clarified). If available, a
videotape can be very effective for later analysis. Debriefing can be built
around a discussion of the following points.
1. Feedbaghz What is it? What were some examples of good and poor feedback
in the game? ‘
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2. Encoding and decoding: How is l1anguage a code? What characterized "good"
instruc.ions? What were the responsibi]ities of the listeners (the
assemblers)?

3. Audience variables: Meanings are in people, not in words. Uid the sender
consider nis or ner audience's background and use appropriate language?

4. Communication breakdowns: What caused message distortion or poor
performance? Why didn't the messages get through as intended?

5. Language development: Did your group hit on common terms? How does this
suggest that a'l human languages might have originated and been i
developed? | | | |

6. Sender-Receiver roles: Who was the sender? Who was the receiver? 0Did
they change? What was the role of each? What made an effective sender?
" What made an effective receiver?

7. Verbal aﬁd non-verbal communicaticn: Was it hard for the senders not .to
use their hands? Did they find other non-verbal means of communicating?
What does this suggest about the importance of non-verbal messages?

o Simple Communication Model. Introduce the following model to iilustrate the
components and conCepts of communication, and to provide common terms to teach
some essential vocabulary. This model could be drawn on & chalkboard in
stages or placed on transparency overlays so the students can voluntieer the
elements and see the difference.between onz-way and two-way communication.
Relate the model and its components to the tinkertoy game.
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0 Have students develop a personal communication inventory. . Before analyzing
other elements of communication, you might use this exercise designed to get
students to look at persona1'dimensions of communication in their lives. A

~ sample of 15 statements for students to respond to are provided at the end of .
this theme (see "Personal Communication Inventory"). Though this activity was
designed to be read by the student and the appropriate response circled
underneath, in a literacy class the stetements could simply be read out to.the
group for discussion, or small discussion groups (with at least one good
reader to read the statements to the group and possibly record their comments)
could be formed and the results presented by each group to the class. A
simplified sheet with fewer items could a1so'be constructed to-make it
readable by more students. Discuss student communication concerns.

o Discuss one-way versus two-way communication. Before getting into the
activity, conduct a thorough discussion of feedback. What is it? What forms
can-it take (verbal and non-verbal)? How can it help improve 1nterpersona1

| re1at1onsh1ps or avoid communication breakdowns and misunderstandings? How
does feedback -show interest, ercourage the speaker, and clarify perceptions?
How does feedback turn a one-way communication situation into two-way
communication? Explain the two. After this, conduct the one-way versus
two-way exercise. Have a volunteer instruct students on how to draw five
rectangles (materials are included at end of theme): first, with the
volunteer's back to the group and allowing no questions (one-way); then, using
the second set of rectangles, with the volunteer facing the group and
answering questions. Hand out copies of the rectangle sheets, havé students
figure out the number they got correct in each situation, and write the
results on the board. Ask: "Which situation, one-way or two-way, was more
effective in terms of score? Which was more comfortable, frustrating, and
enjoyable for the sender? For the receivers? In your life (school 1ife, home
life, political life, work 1ife, etc.), which type of comnunication has been
more prevalent? Which type would make participants feel more like equals?
What would be the effects of a prolonged and enforced one-way communication
situation?" Have students write or dictate a story about a one-way
communication experience in their life and how it felt.




0 Discuss areas of cpmmunication breakdown. Discuss how a communication that
seems perfectly clear to the sender can become distorted in the process of
transmission or reception and lead to misunderstanding and confusion. You
might examine the following areas of communication breakdown.

1." Audience considerations: Meanings are in people, not in words, and this
can lead to problems. If the sender is making assumptions about his
audience's background or experience that are unwarranted, or is using
vocabulary the receiver can't understand, there's going to be confusion.
Give an example such as the following. A camp counsellor told a young
camper,“before the counsellor led the rest of the group on an outing, to
be sure to coat the pot with soap before making the étew as this would
simplify clean-up. When the campers returned for dinner the stew was
inedible -- the boy had put the soap on the inside. He had no experience
with outdoor cooking and had, assa result, misinterpreted what the
counsellor thought was a perfectly clear piecé of advice. Solicit similar
stories. Have students write or dictate stories about such mix-ups from
their own experience. |

2. Information overload: How do people react when bombarded by too many
messages or messages that are too complex? How do the students react?
Have they ever seen problems in their home or work place stemming from
this situation? | '

3. Pressure: How does pressure affect the students? Can they communicate or
Tisten as effectively under pressure?

4. Noise or interfcrence: How do they affec communication?

v

5. Insensitivity to, or lack of opportunity for feedback: This results in a
one-way communication situation.
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6. Poor or inaccurate encoding of messages: Language is a code. Do you know
how to use the code?

7. Cultural differences in communication patterns: How do different cultures
comnunicate differently? uow does the use of eye contact, personal space,
pauses, and silence vary from culture to culture? How can these '
differences lead to misundekstanding and racial or cultural stereotyping?
(See McGough's Understanding Body Talk.) '

Discuss non-verbal communication. How important is non-verbal communication?
Researchers say that a message's impact is 7% verbal (choice of words), 38%
vocal (tone of voice), and 55% body language. The major elements of
noh-verba1 communication are

- eye movements, )

- facia1ﬂexpressiqn and h&ad movement ;

- hand, an., and leg placement;

- posture;

- touch; and

- personal space.

‘Have students'watch a film showing an animated speaker or a heated argument,

with the sound turned off. Have them discuss what is being said and how.
Then, turn on the sound and run it again. How close were they?

The game "Broken Squares" is a fun way to 2xplore non-verbal communication and
group interaction. (See the instructions included at the end of this theme.)

The simple activity "Two on a Crayon" often proves quite interesting. Provide
one crayon and a sheet of paper for every two studénts. Students are to grasp
the crayon together and draw a picture with no verbal consultation. and with
each partner's hand constantly on the crayon. There is to be absoTute1y no
talking during the activity. After the partners are done, post the pictures
on the board and discuss them. Was it hard not to talk to your partner?
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Did each share equally in making the picture? Who was the leader? How did

they communicate this? How did your picture evolve? Did anyone break a
crayon? Why might this happen®. '

The "Active Listening" activity is a very effective means of introducing basic
interpersonal skills. Hand out the checklist of active and non-active
listening skills, included at the end of this theme. With a volunteer, the
instructor role-plays listening and not-1istening behavior. The volunteer
presents a problem and the instructor models listening behavior while students
observe and code by checking off the types of behavior they observe. Then
the roles are reversed and not-listening behavior is modelled. How did the
volunteer feel in each situation? How did the instructor feel? In which

situation would the students rather talk? Why? Then provide the students =~

with an cpportunity to practise the skills. Have students break into triads
and take on the roles of speaker; lisiener, and coder} The speaker interacts
with the listener, who attempts to model active listening skills. " The coder
assesses how Qe11 the listener did. After five minutes, pause, have the three
discuss the interaction, and switch roles. Continue until everyone has a
chance at all roles. The checklist contains the most critical communication
skills, so each item should be discussed fully. Check for full comprehension.
Is any of the behavior identified culturally based? Would the behavior De
different in the native community? What are the implications of this?

Discuss the idea of being "bilingua1" in a comaunication sense -- able to
function in both native and non-native context.

For the "Listening Diads" activity, review paraphrasing as a skill and then
talk about the importance of listening closely and genuinely, rather than just
waiting to give an opinion. (See the “Sunmary of Basic Communication Skills"
at the end of this theme.) Break students into pairs. Assign controversial
topics (such as, abortion should be available on demand; unions are hurting
the economy; or ‘the present government is incompetent) to each diad. One
student in each diad begins the discussion. Before the second student can
give his or her point of view, he or she must restate (paraphrase), to the
sender's satisfaction, what has just been said. After this is done, the first
person must then paraphrase the second person's statement, and so on.
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o Discuss penception-checking (describiny what you perceive to be the others

feelings), behavior description (describing actual behavior rather than

assuming“ﬁﬁfﬁVé§“EF‘Eﬁ5f§Eteristics), and description of feelings (describing

yoﬁr feeling ra;her'than blaming others). All of these are explained on the

“Summary o. Basic Communication Skills" sheet. Ask students- to give examples
“of ‘each from\their own experience. What happened when the communicators

\

didn't use'thise skills? Provide opportunities for practice. .

o Develop a set bf simple open-ended questions or statements (e.g., I'm happies%
when ..., | feel strongly about ..., Right now !'m feeling ...) and staple the
‘questions, one [to a page, in a booklet. Pair students, ensuring that at least
one student can)read ther statements, and have them work through the questions,
practising the dommunication skills they'vé leérned. (Statement suggestions

are provided in Pfeiffer & Jones, A Handbook of Structured Experiences for

raining Volume 1, Activity ;21;@p. 90. These can be selected

and modified forla literacy group.)

Human Relations

© NOTE: The instruttor also might consider compiling different sets of

questions at several levels of difficulty, and then pairing students
who are at approximately the same literacy level. |

Modification for Varied\Skm Levels &

One of the advantages of\;his theme is that it concentrates primprily on
activities, thus al]owing‘§gudents with all levels of literacy to interact

- together on an equal basisﬁ\ Consequently, little modification for levels is

required. Depending on the\literacy level of your students, some of the
activities, such as the Persgnal Communication Inventory, can be both written and

oral, or can be conducted ora]ly. Explanations of some of the communication
skills, such as perception-chacking, can alsé be provided in writing or through
oral discussion, ‘ ’

¢ | \
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‘_Instructi nal Resources

Reference Materials

Brans & -Halll. This Book Is About Communication. Scarbdrough, Ont.: McGraw=Hill
. w ‘ ‘

Ryerson,| 1971. _ "
S F - . ' /

Hancockﬂ‘A11en. Commupication. Scarborougﬁ; Ont.: Heinemann Booyé, 1981.

McGough, Eiizabeth. Understanding Body Talk. ' Toronto: Scho13}<ic Books, 1974. -

Wilmut, William.. Dyadic Communication. Reading, Maine: Addison-Wesley, 1979.

Life Skills Cpaching Manual. Prince Albert, Saskatchewan: Training, Research &
Deve1opmenﬁi$tation, Manpower and Immigration, 1974,

i

p]assroom Materials

Hennings, Dorothy. Smiles, Nods and Pauses. Néw York: Citation Press, 1974.

Pfeiffer, J. William and Jones, John E. eds. A Handbook of Structured

Experiences for Human Relations Training. San Diego: University Associates,
1981 (Volumes 1-8). & -

‘Sawyer, Don and Green, Howard. The NESA Activities Handbook for Native and

Multicul tural Classrooms. Vancouver: Tillicum Library, 1984.
‘ .

Films

The following films are available from the National Film Board of Canada.
Augusta. (NFB No. 106C 0175 178).

Balablok. (NFB No. 106C 0372 097).
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Persona] Communication Inventory

Please circle the response that best de§cr1bes your reaction to each statement.

1.

2.

3.

4.

5.

7.

10.

11.

12.

13.

14,

15,

I feel much better.talking when I'm sure cf myself. i -
Strongly Agree Agree Uadacided Disagree - Strongly Disagree

‘Part of my trouble in cqmmunicating well is ‘that I don't listen well enough.
Strongly Agree Agree Uddecided Disagree - Strongly Disagree

It doesn't bother me to talk to a group Eiﬁgeopie.
Strongly Agree Agree Undecided D¥sagree Strongly Disagree -
. ¢

“ A
I can make my point best if I think my 1isten;\\doesn‘t 1ike me.
Strongly Agree Agree: Undecided  Disagree Strongly uisagree

When I'm talking, it's sometimes hard to find the right words.
Strongly Agree Agree' Undecided Disagree  “Strongly Disagree

When I'm with somebody I don't know, I fee1 that 1 rea11y ought to say
something to him.

Strongly Agree Agree Undecided Disagree . Strongiylnisagree

If everybody would just Visten, communicetion problems would not exist.
Strongly Agree Agree, Undecided Disagree Strongly . leagree

I'm pretty-sure that I'm being und rstood when I'm talking to somedne. ,
Strongly Agree =~ Agree  Und.- .ded Disagree Strongly Disagree '

If I.can just find the right words to use, I can get my point across. -
Strongly Agree Agree Undecided Disagree Strongly Disagre:

My ability to listen is my communication strongpoint. .
Strongly Agree Agree Undec ided Disagree Strongly Disagree

When I'm talking to someone, the most #mportant thing is to say what I really
mean.

Strongly Agree - Agree Undecided Disagree Strongly Disagree

The only way to stop being shy about speaking is to practise. \
Strongly Agree Agree - Undecided  Disagree Strongly Disagree

The meanings my listeners give my message depends on the words I choose.
Strongly Agree Agree *  Undecided Disagn . Strongly Disagree

It's hard for me to talk td someone of another race.
Strongly Agree Agree . Undecided- Disagree Strongly Disagree

I often feel that I have very little that is worth communicating.
Strongly’ Agree Agree Undecided  Disagree Strongly Disagree
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EXERCISE IN ONE-WAY COMMUNICATION

INSTRUCTIONS: Study the following figures. With your back to the group, you dre
to instruct the participants how to draw thom. Begin with the top square and
describe each in succession, taking particular note of the relationship of each

to the preceding one. No questions are allowed.
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EXERCISE 1IN TwO-NAY COMMUNICATION

INSTRUCTIONS: Study these figures. Facing the group, you are to instruct the
participants how to draw them. Begin with the top square and describe each in
succession, taking particular note of the relation of each to the preceding one.
Answer all questions from participants and repeat instructions if necesc :y.

"Oneallay, Two-Way Communications", from Structured Experiences for Humar -
‘Relations Training, Vol. 1, is reprinted with the permission of Or. Haro}d N

Ceavitt, Stanford University, Graduate School of Business. )




BROKEN SQUARES

Goals

I. To analyze certain aspects of co-operation in solving a group problgm.

I1. To sensitize the participants to some of their own behavior that may
contribute toward or obstruct the solving of a group problem.

Group Size

Any number‘of groups of six participants each. There will be five participants
and an observer/judge.

Time Required

Fifteen minutes for the exercisc and fifteen minutes for discussion.

+ Materials Utili; d

I. Chalkboard, chalk, eraser.
Il. '~Tab1es that will seat five participants each.

L4

‘II11. One set of instructions for each group ~f five part1c1pants and -one for the
observer/judge.

IV.  One set of bruken squares: for each group of five participants.

Phys1ua1 Setting

A

Tables should be spaced far enough apart so that the various groups cannot
observe the activities of other groups.

)

Process
? L F
" The facilitator may wish to begin with A discussion of the meaning of
co-operation; this should lead to suggestions by the groups of what is essential
in successful group co-operation. These may be listed on the.bocard, and the ‘
facilitator may introduce the exercise by indicating that the groups will conduct
an experiment to test their suggestions. Basic suggestions that the facilitator
. may want to bring out of the groups are as follows:

¢ v ,
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4.

Instructions are as follows:

A.

Each individual must understand the total problem.

Each individual should understand how he or she can contribute toward
solving .the problem. '

Each individual should be aware of the potential contributions of other
individuals.

There is a need to recognize the problems of other individuals, in order to
aid them in making their maximum contribution.

t

When the preliminary discussion is finished, the facilitator chooses an
observe/judge for each group of five participants. These observers are
each given a copy of their instructions. The facilitatur then asks each
group to distribute the envelopes from the prepared packets. The envelopes
are to remain unopened until the signal to work is given.

The facilitator distributes a copy of the instructions to each group..
The facilitator then reads the instructions. to the group, calling for

questions or questioning groups as to their understanding of the
instructions. It will be necessary for the facilitator or his or her

. assistants to monitor the tables during the exercise tv enforce the rules

that have been established in the instructions.

When all the groups have completed the task, the facilitator will engage
the groups in a discussion of the experience. Discussion should focus on
feelings more than merely relating experiences and general observations.
Observations are solicited fiom the observer/judges. The facilitator may
want the groups to relate this experience with their "back home"
situations.

a

3
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DIRECTIONS FOR MAKING A SET OF SQUARES

A set consists of five envelopes containing pieces of cardboard that have been
cut into different patterns and that, when properly arranged, will form five
squares of equal size.. One set should be provided tor each group of five
persons,

To prepare a set, cut out five cardboard squares of equal size, approximately
six-by-six inches. Place the squares in a row and mark them as below, penciling
the letters A, B, C, etc., lightly, so that they can later be erased. :

o

The 1ines should be so drawn that, when cut out, all pieces marked "A" will be of
e-actly the same size, all pieces marked "C" of the same size, etc. By using
multiples of three inches, several combinaticns will be possible that will enable
participants to form one or two squares, but only one combination is possible
that will form five squares six-by-six inches.

After drawing the lines on the six-by-six inch squares and labelling them with
lower-case letters, cut each square as marked into smaller pieces to make the
parts of the puzzle.

Mark the five enve1ohés A, B, C, D, and E. Distribute the cardboard pieces in
the five envelopes as follows: ‘ )
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Envelope A has pieces i, h, e

B d, a, a, C
c a, J
D d, f
E g, b; f, ¢

Erase the penciled letter from each piece and write, instead, the appropriate

envelope letter. This will make it easy to return the pieces to the proper ‘
envelope for subsequent use when a group has completed the task.

INSTRUCTIONS TO THE GROUP

In this packet there are ive envelopes, each of which contains pieces of
cardboard for forming squares. When the facilitator gives the signal to vegin,
the task of your group is to form five squares of equal size. The task will not,
be completed until each individual has before him or her a perfect square of the

same sijze as that held by others.

Specific 1imitations are imposed upon youy group during this exercise:

1. No member ﬁay speak .

N
2. No member may ask another merber for a card or in any way signal that another

person is to give him a card.

3. Members may, however, give cards to other members.

Are the instructions clear?.

&>

L1
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INSTRUCTIUNS TO THE OBSERVER/JUDGE

Observer:

Your job is part observer &nd part judge, Make sure each participant observes
tne rules: “

1. No talking, pointing, or any other kind of communication among the five
people in vour group.

2. Participants may give pieces to other partauwpant° but may not take pieces
from othﬂr members. :

3. Participants may not simply throw their pieces into e center for others to
take, they have to give the pieces directly to one iadividual.

4., 1t is permissibie for a member to give away ail pieces to his puzzle, even if
he or she has already formed a square.

Do your best to strictly enforce these rules. As an observer, you may want to
ook for some of the foliowing:

1. Wno is willing to give away pieces of the puzzle?

2. Did anyone finish the puzzie and then somewhat davorce h1msean ar hereelf
- from tne strugg1es of the rest of the group?

. 3. Is there anyone who continually struggles with the pieces but yet is
unwiiling to give any oraltl of them away?

4. How many people ure actively engaged in mentally putting the pieces | _ ‘ |
' together?

5. Perjodically cheon the Tevel of {rustration and enxiety - who is pulling his
. or her hair out? : .

6. Was there any critical turning pazvu ar wh1ch 1*me the qroup began 1o
co-oprrate?

7. Dig anyone try to violate the rules by talking or pointing as a wmeans of
helping fellow member s solve their puzzle?

by

¢ The preceding acvivity, "8Broken Squares", from Structured txperientes for Human .
Relations Training, .is reprinted ‘here by permis§iGi o¥ faé author, Dr. ATex
Bavelas, vVictoria, B.f. :
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~ elaborate.’

~ This does not show that you understand how the spea

Active Listening
Maintain eye contact with the speaker.
Signal that you're listening by saying "uh-huh" and nodding your head.

Do not.initially express your agreement or disagreement.

! ) , Show simply
that you've understood what the speaker is saying.

Sit out pauses to encourage the speaker to resume talking. Don't rush
to fill silences. : :

Don't tﬁke the focus of the conversation away from the sbeaker by
disagreeing or by talking about yourself.

Use open-ended questions to encourage the speaker to continue or to

Summarize or restate the speaker's remarks from time to time to show
“that you've understood. : ;

Respond to the feelings ihat may lie behind the speaker's words. Show
that you understand how the speaker feels.

LONOW you're interested by leaning slightly forward, keeping arms and
legs open and avoiding fidgeting with fingers and feet. | \

Non-Active Listening _ o
Do not maintain any eyé contact with speaker. .

Do not give'any signals that you are listening such as saying "uh-huh"
or nodding your head. . '

Agree or disagree with the speaker rather than simply showing that you
have understood what the speaker is saying.

s

Rush to f{11 in an{_pauses that the speaker might make. This does not
er

encourage the spea to continue talking.

Take awa{ the focus of the conversation from the speaker by disagreeing
or by talking about yourself.

Use expressions or statements that tend to close off what the speaker
wants to say.

Never summarize or restate the speaker's remarks to show that you have
understood.

Do not respond to feelings tiat may be behind the sEeak$r'? words.
er feels.

Indicate disinterest by 1eanin% away from speaker, folding arms,
crossing legs and fidgeting with jewelry, buttons, etc.

(This material is regrinted here, with permission, from Teacher Effectiveness

Training, published

y David McKay Company, Inc., copyright (C] 19fbi)
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Sunmary of Basic Communication Skills
For;Improvingxlnterpersona1 Relationships

. } " 4 ,

The objective in learning these skills is to bridge the interpersonal gap as you
dincrease the understanding you and another:share. A shared understanding means
that each of you has accurate information dbout the other's (a) ideas and
suggestions, and (b) feelings (his- or her_intentions, emotional responses, and o
assumptionss. The four communication skills summarized below can be helpful if
you want to: - o \

.0 encourage a spirit of joint inquiry rather than compeiing, blaming, and

fault-tinding; . ’

0o increase the amount of aformation held in common;

0o reduce the depreciation and hostility transmitted; and
. 0 lessen the likelihood of injury and hurt feelings.

LISTENING (Reception Skills): These résponses (a) let the speaker know you have

heard him oF Tier (acknowredging) and (b) that you wisk to compare your
understanding against her or hers for accuracy (checking).

1. Paraphrase: (concern with ideas and suggestions). Let the other person know
What meantng his or her statements. evoke in you by rephrasing the statement
in your own words. -

- "Do you mean ... (statement) ...?"
- "Is this ... (statement) ... an accurate understanding of your idea?"
- "Would this be an example of what you mean?" (Giving a specific example).

A
2. Perception Check: (concern with the person, his or her feelings). Describe
what you perceive the other person feels -- tentatively, and without °
evaluating him or her. ' _ i
- "1 get the impression you'd rather not talk about this. Is that s$0?
- "You were disappointed that they did not ask you?"
- "You look like you felt hurt by my comment. Did you?"

TALKING (Transmission Skills): These responses aim at_transmitting information
free of attack, accusation, depreciation, and other relation-straining
attributes.

3. Behavior Description: Describe specific, observable actions of others rather
than stating interences, accusations, or generalizations about their motives,
attitudes, or personality traits. A :

"You bumped my cup," rather than "You never watch where you're going."
MJim and Bill -have done most of the talking and the rest of us have said very
little'" rather than “Jim and Bill just nave to hog the spotlight.’

4. Description of Feelings: ldentify your feelings by (a) name (b) simile, and
{cT action~urge, and convey it as information about your inner state and not
as an accusation or coercive demand against the other. \

"1 felt hurt when you "ignored my comment,” rather fhan "You're rude!"

"I feel hurt and embarrassed," rather than "You just put me down!"
"I'm disappointed that you forgot," rather than "You don't care about me."
"I'!m too anqry to listen to any more now," rather than "Get the Hell out!"

LY

(This material is reprinted here, with permission, from Teacher Effectiveness
Training, published by David McKay Company, Inc., copyrignt (C) 1975%)

’
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THE CRITICAL CONSUMER

Background

A1l human beings are consumers. We all buy or trade for things we need and want. .
If we want to be happy with what we buy, we should make responsible choices.
Readiné advertisements is one means of becoming aware of our chnices; yet, the
first goal of advertisements is not necessarily to make us aware of the various
aspects of a product, but rather‘to persuade us to buy it. We may not feel that
we are affected by adveirtising, but the millions of dollars spent on advertising .
prove that it is effeciive. After we have spent our consumer dollars, the seller
may lose .interest in us. . It is our right to be satisfied. If we have made a
resbon;.b?e choice and are dissatisfiéq, we should expréss ou~ dissatisfaction
and- expect results., . )

. ’
N %

Key Words

Some of the Key words related to this theme aré choite, advertising, consumer,
critical, rights, responsibilities, contract, and assertiveness.

Questions for PraliDiscbssion
What kinds of things do you buy weekly? What major purchases do you—make?' whai
kinds of contracts have *ou signed when buying, renting, or leasing? How many
_advertisements do you get in the mail weekly? How much television do you watch?
How much radio ¢ you listen to? How do you decide to buy things? How do. you
cnoose ona,pcoducu over another? How much do you think advertising affects you?
How often do you feel frippedpoff“? What do you do if you've been “ripped-off"?

- 218 -




Theme Objectives

Students will be able to make responsible buying decisions; w.11 gain an

understanding of the advertising techniques us¢d to try to persuade peop1e$to

choose certain products; will understand the ifiportance of contracts and know how

to deal with them; will understand the way that warranties and guarantees work;

and will be able to take action when.they are dissatisfied with a service or

product.” As a result, they will feel more powerful in their daily lives.

Skill Objectives

o"Language: Students will develop critical reading and evaluation skjlls, gain
an understanding of specialized legal language, and improve their expository
writihg ski115, Basic 1iteracy objectives should be based on an assessment of
student needs, selected from the taxonomy providedf\gpd taught from activities
included in this unit. -

o Pre-employment and Life Skills: A: 1-3; B: 2; C: 3, 5, 6

0 Coﬁputationa]: A: 1-5; C: 2-4. Other opportunities for developing
mathematical skills are also present in this unit. '

4

o Cultural: B: 18
Learning Activities

o Sharing language-experience stories can be done as a way of beginqing this
" theme unit or at anytime throughout the unit.”~ Mos? of your students have
probably felt cheated, "ripped-off", or mislead as a consumer. They may have
‘shared some of. these experienceg during the "Questions for Oral Discussion”
section. Ask your students to write about one of these experiences,
describing what happened, how they reacted, and how ﬁhey felt. Those students ,
« who are not ab1e to write independently may use n~ither the dictation or
transcription mgthod. Use these stories for spelling and.structural’

- 279 -
/




y practice. Then have the students share ese'storiés with each other; they
‘ can provide reading material for your stu ent§.

7
o Using the following consumer profile, comp11e information about the type of
consumers your studeﬁts are. You m1ght wan to put this information on the
board or on a poster. {Some students may ne d he1p reading and answering | i
these questions.) Once this 1nrormat1on is’ c mpiled, discuss the results with
your students. Do they feel .that they, as a gnoup, are good consumers? What
could they do to be better consumers? Make a 1 st of how the students feel
they could get the most out .of their money == no‘ just quantity, but qqa11ty.
This 1ist may be 1ong or short, buf}19 should reflect those items ment1oned in
- the consumer profile. “
Consumer Profile
/'J 1. Approximateiy how much do you spend weekly on 'rocer§es?
2. Where do you shop? L /
3. Do you compare pr1ces? !
4, Do you make q/grocery list?
’ 5. What other weekly expgnses do you have?
. 6. How often does your family spend money on clothesP:
7. Do you go to sales? , L
8. Do you "shop around" or do you buy something~ you,peed or
want as soon as you see it? ;
9. What have you bought. this last year that cost over $50 00?
> ' 10. Do you read labels and instructions before you buy’
11. Do you keep your receipts? o - - .
Vo 1 12, Do you fi1l out and send in guarantees and warrantiés? S
|
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49' . [
0o Have students, in pairs or smal groups, plan to do some comparative "window

shopping." They can choose to investigate food prices within one store or to
compare the prices from one grocery store to another. They might also look

_at the prices of tools, the cost of cldthes, or the cost of fishing
equipment, etc. They will need to prepare a survey in their groups such as
the following one.

A
g

Grocery Store:Survey

) Lowest . Highest
S T Cost Cost

Item ; Brand , Brand .- 1 Difference
j . oo A

o
'

1 kgfcheddar Cheese
1 tin tomato soup

a bag of oranges 1 - . A /

a ba§ of apples ' 3 . ' // .

1 loaf of bread ' // , T
1 .

1

1

1

jar peanut butter | . ;o
kg; sugar |
kg coffee
L milk
same | amount of dish- - \
Was%ing soap )
sameiamount of shamnoo

i [}
1 B

Total \

/ . | -W- N
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o~ ‘*’-

NOTE: If a comparative shopping survey is carried out between stores {e.g.,

Safeway, Co-op, Super-Valu, Red Rooster), be sure the same q@ands and
quantities are compared. . - !

. A
The surveys will vary and the groups may need some guidance 1in prepar1ng

¢

them. -

>
i

After this contact experience, have the groups share. their findings.' The
class may even bejable to draw some conc]us1ons about how to shop in their
community. Are sbme ‘stores genera11y more fr1end1y “or he1pfu1? Do some
stores have the bést quality? Do some stores have genera11y Tower " pr1ces? bo
some siores have mbre specials? '“‘ ;o

‘ . | R
Have a, class discussion on-advertising in ybur!éqmmunity. Ask students the
\fo11OW1ng questions: "What kinds of advertising most affects you? What
advertisements (e.g., grocery store-flyers, ads for beer, idd?ette
b111boards or drug store commercials) are you aware of that do affect your .
buying decisions? Do you think you are very influenced by ads?"

?
P

Businesses spend millions of dollars on adfertising because'it is proven that,
it-makes people choose advertised productsf Advertising is a science and'ah‘

art. Take a look at how businesses try to persuade pe0p1n to buy thei-

product. If people understand the methods that advert1sers use thew cun wake

better decisions about buying and not be persuaded without being a "ra ¢ L.

/ Ask students to bring to class examples of printed advertising that they have = ,
aroungmtheir house. They should also bring magazines, flyers, and local
newspapers to add to their collection. | e

In pairs qf small groups, have students choose a few ads that they find
attractive, repulsive, or interesting. Have them discuss the following '
questions about the ads.




1. How do you think the advertiser is trying to ‘convince us to buy this

product?
2. What words in this ac are'émotiona1 words, words that might touch your
. feelings?. ;
3. What is the picture, if there is one, trying to tell you or convince you
of?

4, Is thié ad suggesting that you might bé&” a certain kind of person if you
use this product? |

5. Does the size of the printing, the colors used, or the symbols used catch
your eye?

You may want to ask novice readers to work in groups with better readers. One
J .

student can be recorder for the group.

Ask the groups to share their findings and record these findings in some way

the class can see. Try to summarize, in a word or two, the persuasion

. techniques they identify. The following is a 1ist of .some of the techniques

used by advertisers; your students may come up with their own words for these
same teciniques.

©

- emo. -al language (e.g., "Government is corrupt.”)

"= bandwagon apprg;éh (e.g., "Everyone uses ..." or "Only smart shoppers bay

coe™)

- Aglitteriﬁg generalizations (e.g., "It is Canadfan to support ...")

- testimonials (e.g., "I'm Wayne Gretsky and I ...")

- the special few (e.g., "For the women of distinction ...")

- ordinary people (e.g.; "We're the Thompsons and we drive dees™)

- quoting words and writings out of context .

- half-truths (e.g., "Four out of five people suffer from vitamin
deficiencies, therefore you should take ... vitamins.")




- sarcasm (e.g., "Why don't we see the people who choose Coke?")

- visual persuasion (e.g., frothy glasses of beer, sexy women in cars, macho
men on motorcycles, or fantastic-looking fcod) e

- sexual stereotyping (e.g., the housewife or the sex symbol)

In small groups, have your students make a collage of one of tlﬂ'ﬁ techniques.
The novice readers can easily do examples of visual persuasion. "Display these
around your classroom. Ask the class to look at the collages and decide which
technique the group should choose. You may follow this with a diacussion of

- what they feel they've learned about advertising. Will they look at ads more

carefully? Was this interesting? Will what they know about’ advertising
techniques make any difference in their consumer decisions? .

One issue that needs to be considered when buying responsibly i that of
warranties, guarantees, and contracts. Ask students to bring samples of these
from home. Bring samples of these ypurself, as students may not have many
samples on hand. As a class, telk about some of these samples. Do students
usually, understand contracts they sign? Do they usually keep guarantees and
warrant1es? What makes contracts, guaranteas, and warrant1es difficult to -
understand? Come up with a list of concerns and questions that students have
about contracts, guarantees, and warranties.

Invite a speaker to class. This may be someone from a local chamber of
commerce, a lawyer, or someone from the band who is familiar with contractual
language. Prepare the speaker by showing them the 1ist of your students'
concerns and interests. Also make the'guest aware of the types of contracts
your students are most likely to come in contact with. Ask the spesker to
tell students about the resources that are locally available to them when they
have concerns before signing a contract, or problems after signing a contract.

Discuss the special problems of some native people 1iving on reserves: Why is

it difficult to buy on time or get a mortgage?
You may want to follow np your speaker by having the students apply what

they've learned. Using examples of contracts from a band office, iocal
lawyers, banks, or car dealers, for example, have your students practise
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reading and filling-out contfacts. The legal language may be quite difficult
and you may need to help your students trans]ate“gbme of the language. Ask
your students to look for loopholes in the contracts tnat could present
problems for them in the future. For your novice readers, you may want to
prepare simplified versions of the contracts or have them work with more
advanced readers. '

o Even when a consumer chooses and buys a product responsibiy, understands
advertising, keeps warranties and guarantees, and understands a contract, he
or she may still feel "ripped-off" at times. Ask your students what they do
when they feel dissatisfied. Do they feel they have a right to Comp]ain? Do
they usually complain? Why or why not? Ask for examples of how they have
dealt with conflict in the past. Try to come up with a list of how to deal
with problems. The following is a guideline for what should be done;vtheir

| list may include more specific solutions. l

1. Go back to the business. Talk to-the manager or the person in charge of ¢
complaints, and explain your problem.
Zz. Be clear that you want some action taken (e.g., a refund, a new product,
" or a repair). ° '
3. Find out what the business will do for you and when. Ask them to write it
down and sign it (a contract). Write down the name of the person you talk
to;, you may need it later. |
4, If &ou write a letter, be polit~; keep copies of all correspondence.
If these techniques don't work, you can write to the closest office of the-
Ministry of Consumer and Corporate Affairs or to the Consumer's Association of
Canada. ' ' |
2
ﬁ




-Victoria: ' Kamloops:

" 940 Blanshard Street 521 Seymour Street.
Victoria, B.C. V8W 3E6 Kamloops, B.C. V2C 268
(387-6831) (374-5676)

“Varcouver: . Prince George:
1130 West Pender Street 280 Victoria Street
Vancouver, B.C. V6E' 444 " Prince George, B.C. V2L 4X3
(668-2911) (562-9331) |

Consumers' Association of Canada:

163 West Hastings Street

Vancouver, B.C. V6B 1H5

(682-3535 or 682-2820)

| \
~ o Using as a stimulus come consumer problems that your students are current\y'

having or have had in the past, have your students write letters to
businesses, go to a business, or write ‘the Ministry of Consumer and Corporate
Affairs. As they receive responses, have them share the results with the
class. )

This could be a good opportunity to work on a one-to-one basis with your
students to develop their writing skills and to introduce the business
letter. '

n

o What can be done in your community to 1mp60ve the consumen{s position? Based
on what has been learned, try : draw some conclusions as to how the

- . consumer's pogition,might be 1aiproved in your community. Come up with a list
of ideas and pursue as many as possible. Some possible activities are as
follows. : °
- 286 -
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-  MWrite a story for the local newspaper on.consumer skills, (Your students
might want to include some of the 1nformation they gathered and
conc1us10ns they arrived at in the comparative shopping exercise.)

. -

- Look into start1ng a Co-op, a bulk food store, or other- co- operat1ve1y run

bus1nesses¥that are needed in your community

- As a class, write letters to organizations, companies, or government
representatives about services you would like improved.
- Organize a community mneeting about services you are not happy with and try
. to come up with some solutions. /

A

Modification for Varied Skill Levels

‘Some suggestions for working with a multi-level class are made throughout this
unit. The instructor may want to follow the consumer profile act1V1ty by tak1ng
key words from the 1ist of good consumer practices and teaching these words
through the use of flash cards, elementary stories that include key words, or
student-generated sentences that contain these key words.

Pairing more- and less-experienced readers can help the'hovice readers to fully
comprehend and successfully complete the comparative shopping activity. Groupino
more- and less-experienced readers can also be used in the advertising act1v1ty
‘A11 of the students can part1c1pate fully. in the discussion, and the
more-experienced readers can be responsible for recording.

The instructor may choose to simplity contracts or warranties for the activity
dealing with the filling out of contracts. (See the theme unit on Indian
Self-Government for suggestions on simplifying material.)

The language-experience approach will help to make the writing of letters.

meaningful and accessible to students at every level. After the novice students
have dictated their letters, have them use the letters for reading practice, and °
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then have them copy their own letter so they can m.il something they've written.
The more-experienced students may need help with spelling and structure in their
letters. The more-experienced students can help the 1ess-experiencéd‘after they
have completed their own letters. Helping and facilitating is as much a learning
experience as doing, and their time will not be wasted by helping the‘beginners.
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PERSONAL VALUES CLARIFICATION
Background

Decisions based on one's values are complex. There are many influences on all of
us such as the media, our family, culture, community, and religious bs~kground.
For native Canadians, these influences and their effect on value de: $ are
all the more complex, due to a misunderstanding, by the non-native commsunity in
general, of native values, tradition, and culture. "Today, natives are ‘
rediscovering their roots ahd are coming to terms with the conflicts between
their traditional values and those of fhe modern techno]og%ca] world.

We all need to determine and uqderstahd what our value system is. People who are
not .clear about what they believe to be important tend to be apathetic,
ambivalent, and conforming. This theme, dealing with values clarification, is
not meant to teachAthev"right“ values, but it can help your students to come in

touch with where they are row.

Key Words

- Some of the key words related to this theme are value, pride, self, spirit,

choice, identity, traditions, and conflict.

-

Questions for Oral Discussion

O

What do you value most in your life? Does your band have a strong identity? Are

you proud of being native? Why or why not? Do your naqive traditions and the
values of modern society clash? How? Can these clashes be reconciled? How?
Where do you'see'conflict in your comnunity.between the past and the present? Do
you feel conflicts between what you believe and how you act? Do you shape your
own life, or do others and their expectations of you shape your life?

(%4
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" Theme Objectives

~

By participating in the octivities associated with this theme, the students will
understand what values are and the part ﬁhey play in our lives; come to some ‘
conclusions about their cwn system of values; wr}te and ta]k"about value issues
in their community; consider how their traditional values complerant or conf]ic}'
with the dominant. society's values that often_inf1uence their lives; gather:
enough data about their own values so that they can become more assertive in
chocsing directions in theit lives; and gain experience in expressing their
feelings and opinions. | |

Skil1 Objectives . )
| o

o Language: Students will develop a variety of writing skills. Basic literacy
objectives should be based on an assessment of student needs, selected from

the taxonomy provided, and taught from activities included in this unit.

o Pre-employmcnt and Life Skills: A: 1-6; B: 5

o Computational: No specific computational skills, ¢ #

o Cultural: A: 10; B: 1, 6,9, 10, 15, 16

-

Learning Activities

This theme unit can be used as a whole, or the activities can be used
individually while vou are working on other theme units. The sequencing of these
activities is not -important; piqk and choose from the fo11owing activities as
they seem applicable. This theme unit provides an excellent opportunity to use
the language-experience approach to reading and writing.




!

Journal-Writing Activities

’

B . - .

o Conduct the following "Life Line Exercise"._ Ask your students to draw a line'.
across the top of their paper and then to puc a dof at each end of the line,
Below the left dot, have them writertheir birthdate. Below the right dot,
have them write the date that they estimate will be the date of their death.
Then have them put a dot on the line where today would be and write today's

. date below this dot. - o q

o

.

To the left of today's date, ask students to write phrases that describe what
_they see as their dccomplishments to date (personal and professional). To the
’r1ght of today's date, ask them to wr1te what they wou1d like to accomp11sh in

the rest of ‘their lives. - ’

“. ¢

Ask the students to think about the following questions as they react to what

they see in their life.line. Have them write their responses in their
jourqg1s or have a class discussipn; )

- What needs *o be done and changed in my 1ife in order for me to achieve my

goals? ) |
- Am I willing to make these changes? : Are these cChanges hard for me? '

, - MAn I happy with what I've accomplished in my 1ife? Why or why not?

o Conduct the f011owing exercise, "Days of Delight". Ask students to imagine 48
hours during.which they could do whatever -.=. wanted to do. Ask them the-
foﬁlow1ng questions. What would you be .2ing? Where would you be? Nho would
you be with? Nhat would. it look like where you were? Have them descr1be this
48 hdurs in thn1r journal or ‘have a fellow student or instructor record it:for
them, or have themjrecord their 48 hours on a tape recorder.
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In pairs or small groups, have the students share their scenagj;sjwitn each
_ other. Ask them to talk about why they c;ose what they chose and how oftgn
. they are;ab]e to enjoy the things and people that give them pleasure. .
v o S i : '
0. Conduct. the fo11ow1ng exerc1se, "Two Dozen Th1ngs [ Like to Do"." Have
. students write the numbers 1- 24 down the m1dd1e of a piece of paper. To the
) '1eft, ask them to draw columns that.divide the half of the paper into seveh
ccQ1umns. To the right, have them write down 24 things “that they like to do.
These can be blg or small. th1ngs. In the columns to the left, ask ‘them-to do

the fo]]owing. ‘

-

)

. L .
1. Puf an*"AL by those things you like to do alone, an "0" by th&;e,things you‘
a like to do with others, and an "AQ" if you enjoy this activity alone and
with others. . '
2. How much does this cost? Put a “$" by’ the activities that cost more than
$5.00." . o \
3. Some things are spontaneous while others are planned. Put an "S" next to
those activities that are spontaneous and a "P" next to the activities that
*must be planned ahead. ’ '
4, Qut of these twenty-four activities, which five are the most lmportant to
' X you?, Number these five activities in order & preference.
5, When did you last do each of these activities? Write the date next to each
activity.
6. Put the number "52" by those activities you would like to do'at least once
a week for the rest of your 1ife. )

7. Put an "E" next to those activities that involve exercise.

Ask students to tgik.or write about what they discover about themselves by
looking at this chart. /;Q{R ‘

ok
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o Conduct the»fo]loﬁing exefcfse,‘“Data_biar ". A data diary is not a genefalh

’ dépry; i* addresses a specific issye in a person's life, Ask, your students to
* keep a persondl dita diagy to give them information about "how they feel and
.act in certain areasiof their lives. For example, ask them to keep the

fullowing data diaries. ”
) : \ . -
- Confidence Diary - Write about when and why you feel confider  or ¢
' insecure, . '
Conflizts Diary - Describe conflicts that*you are involved in.. Were

they resolved?- How were they resolved?

| J ' .
"Success Diary - Describe times when you are-feeling successful.

>

1}

"Go éo Hell".Diary

Describe-situations that anger ydu and how”you react
to them. : e ©
s ’

"I Gotta be Me" Diary - Describg times when, you feel:you've dbng~\ at
you wanted and asserted your individuality.

. U d v

o Conduct the following exercise, "Who are all Those Others". This exercise-

| will‘help students: ook at how other people influence their values ard
’behavioF. Ask students to fill a piece of paper with a chart similar to this

o

one, «and to write in each square the names of people who are

\ ‘ ~




important in their life. Have them list four or five things that each of
these people want them to value or to do. Ask them tofunderline those things
that they also want for themselves, and to think about those things that are
not und9r11ned. Ask students the following questions. llo these things cause
confict between you 4and that important person? How do you deal with any
conflict? What people influence ,ou the most? Do you like the way in which
they 1nf]uence you? _

‘ The preceding summar1és of "Life Line Exerc1se“, "Days of Delight", "Two Dozen
'Th1ngs 1 Like to do", "“Data Diary", and "Who Are all Those Others?" are al]
adapted from'Meet1ng,Yourse1f Halfway, by Sidney B. Simon, and reprinted here

with the permission of the author. For information about current Value
Realization materials and a.sghédu]e of nation-wide training workéhops,
contact Sidney B. Simon, 01d Mountain Road, Hadley, MA 01035.

®

1t

Group Activities o ) .

3 kl

0 F11ms can g1ve students a shared exper1ence on wh1ch to base discussions about -
va]ues and value conf11cts. The films Balabluk, Under the Rainbow, “and

aperboz, ava1}ab1e through the National Film Board of -Canada, are
recommended, as they ‘deal with' values and va]ue conflicts.

o Have students read Pr1ncess Mary and Prince Rotten, 1nc]uded at the end of

this theme unit. After your students have individually ranked the characters
frot the story,'have them’ break into small groups and try to come to a ‘group

consensous on the ranking of the characters. Have them share their consensus
wjth_phe class. ‘ ’ |

Follow this activity w1th a d1scuss1on of why they ranked the characters 1n
the order they did, how easy or hard it was to come to a consensus, what kind
of values their ranking m1ght indicate, and how. it felt to comprom1se on their

)

opinions.




2

o Conduct the exercise, "Johari Window", included at' the end of this theme unit.

o You may wish to try the exercise, "Social Barometer", w ".1 can be found in A
Handbook of Structured Experiences for Human Relations Training, Vol. 1.

Non-verbal Activities

o Conduct the exercise, "Coat of Arms", included at the end of this theme unit,
Follow this activity by having the students share their Coat of Arms with the
rest of the class.

o You may wish to conduct the exerc}se, "The qud of Life", from A Handbook of
Structured txperiences for Human Relations Training. If so, you can follow

“
(%

the exercise with-a discussion of how the critical events mentioned have
shaped the students' views of the world and what they consider to be
important. Discuss the potential that crucial events have for'posipive and
negative changes in 1ife. Talk about how the way we react to crucial events
influences the outcome. Talk about how it feels to share important
experiences and feelings with others. .

.0 Have students do a group c611age} The materials required are a large piece of

paper, magazines, newspapers, construction paper, markers, glue, and scissors.
Have students create a collage that symbolizes their identity as a group.
Follow up with a liscussion of what they have in common as a group (values,
interests, and background). & .

¥




Nature Activities

o Have the class choose a local park or natural area that they would enjoy going
to. Once there, have them join hands and go on a silent walk. No one should .
speak at all. Make the walk fairly 1ongn(15‘minutes to one-half hour). Find
a comfortable place where they can all sit quietly for awhile. This activjty
can also be done in pairs, or in small groups; blindfolds can also be used.

. Ask the students to wander around the area (by themselves and silently) and tg
" look for something that represents for them what is 1mportant about nature ana
the environment. This may be a 1eaf a pinecone, or a stone, for example.
Have them bring that item back to the group and to sit silently until ail of
the members of the class return. .

Follow with a discussion of what your students noticed and felt as they
silently walked and sat. What do they value about the out-of-doors? How
important is the preservation of the environment to them? Have them share the

. items that they chose, and explain why these items represent what they value
about nature.

& ’ )
Native Values Activities ‘

o The showing of films is a good way to promote thoughts about native values. '
You can follow thé films with journal-writing in response to ‘the films or o
| with class discussions that address what native values are, huw well they have

been preserved, how important it is to preserve native values, and in what
ways traditional native values could benefit contemporary society. Group
projects may be developed from some ideas generaced that concern the
enrichment of the community through the promotion ~f native values. The
following is a 1ist of films from the National Film Board of Canada that
address native values: Augusta; Cold Journey; Cree Hunters of Mistassini;
Natsik Hunting; The Netsilik Eskimo Today; Mother of Many Children; "

, Dreamspeaker; Charley Squash Goes to Town, Cesar's Bark Canoe; and The Paradox
of Norval Morrisseau. '
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Activitier that Look at Native Styles of Transmitting Values

&

LN

As a class, read the short section from The Forces Which Shaped Them (included
at the end of this theme). Discuss with your class how natives have
traditionally educated and transmitted values to their children. Ask .ther w
they feel traditional native qgucation compares with the education that their
children are receiving today. What aspects of traditional education are worth
preserving? What is good about the current educational structure? How can
the best from their traditional approach to education be kept alive?

Two major aspects of traditional education that you can pursue in class
activities are storytelling, and learning through doing.

Involve your class in the following storytelling activities.

1

Invite a local storyteller to the class to share some stories with your _

students. | /
- The students might be interested in compiling local stories or in writing
their own stories to be put into a booklet of stories, which can then be "~
used as-reading material. These written stories do not.neplacé'ghé role of
the storyteller in native culture; @oﬂgvek, this booklet could be a way of
meshing the past with thg&yresanﬁ;“ﬁ"

- Organize local storytelling nights for the entire community.

- Read from Shuswap Stories or Indian Tales or from locaily printed books of
native stories. Talk about the kinds of values that are passed on through
traditional stories.

Involve students in "learning through doing" activities. Organize community
activities where families come together to learn and to pursue hobbies while
sharing in traditional or non-traditional activities. You might
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- have a native games day;

- organize a pow WOw, ’

- tan hides;

- go berry-picking;

- have a craft day, where local artists teach adults and children anbout their
skill;

- go bird-watching;

- = have a community cook-out, where traditional foods are prepared while

children watch and learn; or

- organize presentation workshops for class members who have skills that
others would like to learn, to give the class an opportunity to share their
expertise with one another. 0 '

Modification for Varied Skill Levels

Lt
" “
(O

" This theme unit lends itself well to the mulii-level classroom; many activities
can be followed up by individual writing, and this will provide time for the
instructor to work individua1ly with students. This unit also provides an
excellent opportunity to work on writing skills with your students.

When working on the journal-writing activities, clarity of expression and content
should be the primary emphasis. Spelling and structure can be worked on as
important, but secondary issues. Some students may need to dictate their

" feelings, while others will be-able to write independently. "

When workingson group activities, the more-experienced readers can help the
1ess-experienced readers. For example, the more-advanced readers can read the
story'of Princess Mary and Prince Rotten aloud, while the beginners follow along.
Then all group members can participate in the discyssion that follows.

The non-verbal and nature activities can be used with no modification. These
activities could be followed up with journal-writing activities that are again
good for the multi-level class.
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If you choose to use the excerpt from The Forces Which Shaped Theﬁ; suggested in
the activities concerning the transmission of native values, you may want to put
the selection on tape, or read it aloud as a class.

Instructional Resources

Reference Materfa1s

Ashworth, Mary. The Forceg'which Shaped Them. Vancouver: New Star Books, 1979.

fromkin, Howard and Sherwdod; John. Intergroup and Minority Relations. -San
Diego: University Associates, 1976. '

Ffeiffer, William and Jones, John. A Handbook of Structured Exberiences for
Human Relations Training. Vols. 1-7. San Diego: University Associates,
1979. ‘ "

Sawyér, Don and Green, Howard. The.NESA Activities Handbook forlNative and
Multicultural Classrooms. %ancouver: -Tillicum Library, 1984.

Sawyer, Don and Green, Howard. Language Arts Ideas for ihe Multiculturai
Classroom. Vancouver, B.C.: Native tducation Services Associates, 198l.

Simon, Dr. Sidney B. Méeting Yourself Halfway. Niles, I111nois: Argus
Communications, 1974,

Classroom Materials

n

Bouchard and Kennedy, eds. Shuswap Storigg, Vancouveri Commcept Publishing,
1979.
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Mason, Patricia, F. Indian Tales of the Northwest. Vancouver: Coimcept
Publishing, 1976. ' ' L

io]a, M. and Brown, F. Hiyou Tillicum. Vancouver: Commcépt Publishing, 1978,

Films

The following films are available from the National Film Board of Canada.

| Augusta. (NFB No. 106C 0175 178). This is a portrait of an 88-yéar-o1d Shuswap
woman’ who embodies many traditional native values. '

Balablok. (NFB No. 106C 0372 097). This is an animated film depicting the
"circles" against the squares. It examines th% role that language plays in
cultural conflict and value conflict. | \' - .

Cesar's Bark Canoe.. (NFB No. 106C 0371 074). This is a film about craft,
patience, and being n harmony with nature. It tells the story of Cesar, who |
builds a birch bark canoe from materials suppliad to him by the forest.

Charley Squash Goes to Towr. (NFB No. 106C 0169 049). Thic is a story about a
boy who leaves the reserve to make good in the non-native world. It looks at
the defining of one's own identity in the face of outside pressures.

Cold Journey. (NFB No. 106C 0172 051). This is about a Cree teenager who is
searching to find his identity after growing up in a residential school.

Cree Hunters of Mistassini. (NFB No. 106C 0174 001). This is a presentation of
_ Cree beliefs, and of the ecological principles that are the basis of the
people's 1ives. It could be used well with the "Silent Walk" activity.

Dreamspeaker. (NFB No. 106C 0178 053): This 1s a story about an emotionally
disturbed boy who runs away and finds an Indian shaman who tries to heal him.
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Mother of Many Children. (NFB No. 106C 0177 518). This film reprecznts an. album
of native wdmanhdod.. Native women speak of the change in the place of women
in native culture, and of their struggle to instil pride in their children fori
native values and customs.

-Natsik Hunting. (NFB No. 106C 0175 565). This ¥s the story of a live seal hunt
~filmed by an Inuk.

Paperboy. (NFB''No. 1068 0171 070]). This is an interesting examination 6{\an :
. angry boy without values or direction -- and who's in trouble as a resul ts

\\n

The Netsilik Eskimo Today. (NFB No. 106C 0172 059). This film looks at the
daily Vife of an Inuit family, and how “southern culture" affects their Tives
today. N

The Paradox of Norval Morrisseau. (NFB No. 106C 0174 543). This is a study of
an Ojibway painter that #aiows.his struggle to balance his traditional heritage
with non-native ways. ' |

Under the Rainbow. (NFB No. 106C 0172 112). This is a fable in which
technological man and natural man try to impose their value systems on one

another.
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DRAWBRIDGE GAME

‘ PRINCE ROTTEN
0 PRENCESS MARY

FERRYMAN

Princess Mary lives with Prince Rotten in a castle. P.R. treats her
terribly: he is insanely jealous, heats her if she looks sideways at another
man, slaps her around when he get angry, shows her no love or support and acts
like a general cad.

One day P.R. has to go to a Prince's conference in another c1ty. "I'11 be
gona for one night,“ he tells her menacingly. "If I get back and you' re not
here, I'1 ki1l you.”

After he- rides off, Mary hreaks down and sobs at her misery and loneliness
,of her life. Finally, unable to bear it, she sneaks across the drawbridg: to be
with her laver Bob. She intended to get back that night, but she falls asleep in
Bob's bed and wakens up just before daybreak.

. Remembering her husband's words. she rushes to the drawbr1dge. ‘But there,
waiting on the other side, 15 an assassin with a drawn knife, Frantic, she runs
to the only other way across the river. She begs the ferryman for a ride.

..Sure,” he. says, unmoved...'lf you've got-the-fare."-She has no-money,-but- begs; ~~~~~~~~~ -

him aga1n explaining the situaticn. “Tough,' snarls the ferryman.- “"No money,
no ride."

Terrified Jw, she runs back to Bob for the fare. He looks at her co1d1y.‘
"You got yourseit into this mess, you get yourself out. I'm not giving you a
cent."

Realizing her only chance is to get by the assassin, Mary triés to dash
across the bridge while the assassin is distracted. At the last moment, he sees
her, grabs ‘her and cuts her throat. She dies on the bridge.

Now, from mosi to least, rank the five characters in the order of the1r

responsibility for Mary S death The person you think is most vesponsible is #1,
and so on. -

(This activity and {11ustration are reprinted, with permission, from The NESA
Activities Handbook for Native and Multicultural Classrooms.) .
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JOHARI WINDOW: AN EXERCISE IN SELF-DISGLOSURE

Goals ™~
I. To introduce the concept of the Johari Window.

II. " To permit participants ‘0 study the data about themselves in terms of the
' concept.
Group Size
Eight to twelve. Several groups may be directed simultaneously.

Time Required

Approximately two hours.

Materials Utilized

I. Chalkboard : '
II. Self-Knowledge and Ta11y Sheet
[II. Group Participant Feedback Form
Iv. Pencils

Physical Setting

"Circle of cthairs.

. Process

I, The facilitator presents a lecturette on the Johari Window concept. (The
name Johari honors the originators, Joe Luft and Harry Ingham.) Display
the chart on the chalkboard and discuss the four types of data.

Known to self " Not known to self

Known to '

others : [. Area of free II. Blind area
activity ("bad breath"
(public self) area) -

Not Known {111, Avoided or IV. Area of

to others hidden area unknown
(private self) activity

AN
N
. \\
\\
“
N
N - 303 -
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Under conditions of self-disclosure:

A - Il
I11 | | IV
- Under coﬁditions of féédback; ,
I 11
I11 fgﬁ IV

Under condit’oné of §e1f—disc1osure and feedback:

IIO ’

I1l.
IV.

3 S 11

111 IV

Participants comp.ete the self-disclosure sheet. d

Participants fi1l out the Group Member Feedback Form.

The facilitator collects the feedback forms and reads them aloud’
anonymously. Participants tally perceptions held of them on the .
Self-Knowledge and Tally Sheet, which they keep. This provides data on . .
Area II, the blind area, and permits the group participant to test whether
he has actually revealed any hidden data about himself earlier in the
group. Area IV represents assets and 11ab111t1es unknown to all.

The group has a discussion of the personal meaning of the Johari Window.
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JOHARI EXERCISE IN SELF-DISCLOSURE |
Se1f-Know1edge and'Ta11v Sheet

Directions: In the spaces below list the major assets and liabilities of your
personality. Then place a check mark in front of these aspects of yourself which
- you have revealed to the participants of the group so far.. Next use the
accompanying worksheet to provide feedback to other group participants. When the
leader has collected the feedback sheets and reads them aloud, you may use this

sheet to tally those perceptions of you he1d by other group part1c1pants This
sheet will be yours to keep. -

ASSETS
_SELF | | , OTHERS
,
'5 .
L IABILITIES
SELF OTHERS
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JOHARI EXERCISE IN-SELF-DISCLOSURE
Group Participant Feedback Sheet

Directions: for each participant, including yourse]f; write in the two major
assets and-1iabilities in .regard to personality. These will be read aloud.

'PARTICIPANT o o ASSETS ,  LIABILITIES

The preceding exercise, "Johari Window", is from Group Processes: An Introduction
to Group Dynamics by Joseph Luft, and is reprinted here by permission of Maytield
PubTishing Company. Copyright (c) 1984, 1970 and 1963 by Joseph Luft.

. ﬁnq
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FROM:

of your ethnic, cuTtural or national” background

'@.

PERSONAL COAT OF ARMS

In this block, draw a symbol (or symbols) of your cultural heritage or

‘ethnic background on your mother's side.

In this block, do the same for your father's side.

__ This is a little harder. - Now draw a symbod or diagram represen£1ng your

cultural view of yourself, .indicating the relative importance and infiuence

»

o

Draw a p1cture that represents one of your sttongest neld values, something
you feel most strongly about and a belief from which you'11 probab1y never
budge. .

A. Hrite three ‘words that you want to live by.

B. In the second sect1on, write three things that you hope -péople w111 say

about you after you're dead.

A. Draw a p’ ture represent1ng the. person, experience or 1dea that has most
influence your life. )

B. Draw a picture of what you want for the future, What you most want to
strive for.

Language Arts Activities for the Multicultural Classroom
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THE FORCES WHICH SHAPED THEM

The conditions of those tribes which had had contact with white people was, in
many aspects, deplorable. It had not always been that way: the old”Indian
societies were rganized and integrated, ‘each had a 'strong value system, each had
/// come to terms with its environment. But during the_one hundred years preceding
Duncan's arrival, Indian contact with whites had accelerated steadily.’ First
came the maritime explorers: Bering, Hernandez, Cook, Meares, and Vancouyver; then
the land' explorers: Mackenzie, Fraser, and Thompson. They were followed by the
traders who'brought goods to barter for. furs, but who also brought measles, :
~smallpox, tuberculosis, syphilis, and alcohol. The .01d way of life was destroyed.” .
not only by disease and alcohol but also by the changing pattern of 1ife brought
on by the new economic system based first on the fur trade but expanding into )
lumbering, farming and mining industries which required land - Indian land. Many -
s of the coastal trites were quickly decimated and degraded by the new nge1opments
against which they had no defence.  This adverse influence of the white man was
acknowledged in 1862 by Richard Charles Mayne who wrote, “The Indians of the
interior are, both physically and morally, vastly superior to the tribes gf the
coast. This is no doubt owing in great part to their comparatively ngh*‘
intercourse with white men, as the northern and least known coast tribes of both
the island and mainland are much finer men than those found in the neighbourfiood
of the settlements.” , ' ‘ ‘

Duncan's solution to what ailed the Indians:was to Christianize them, but, this
meant more than bringing them the gospel, it meant Europeanizing them. ~
"Civj1izing" was the word to be used most .frequently by the missionaries and
government official's during the years ahead. Duncan began his task by learning
Tsimshian, the language of the tiribe he was to live and work among for many
years. He then addressed himself to the task of acculturating the Indians and
one of his major-instruments was to be the school. The first school he started
was- inside Fort Simpson with five half-breed boys, but in the summer of 1858,
less than a year after he had arrived, he built a larger school outside the fort,

experiment in schooling the Indians was to become a model to be followed by other
religious groups within a very short time. . s

Schooling, that is the separating of children from adults for set periods each
day in ogder that they may be formally instructed, was unknown amongst the
Indians, but education was not; all the tribes educated their children. It is
somewhat dangerous to draw too many generalizations about the manner of education
. of Indian children in British Columbia prior to the coming of,white people for
the area which now constitutes the province was extremely rich in a
linguistically and culturally diverse population. Probably somewhere close to
thirty or more mutually unintelligible languages were spoken by people as
different as the sea-going Haida, the Nishga in their lovely Nass Valley, the
Shuswap of the interior plateau, and the Kootenay people of the eastern mountain
‘region, 'to name but a few of the many different tribes which inhabited the land.
But there appear to have been some relatively common child-rearing practices.

’~»Wj~wm~—and~onmNovemberHLQTHhe«openedﬁthewdoons«to~a-hundred*chﬁ1dren~and*adu1tsﬁ¢'HiS“M“”“““'“'*
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. ~ Education was the responsibility of all and it was a continuous process.

S Parents, grandparents, and other relatives naturally played a major role, but

other members of the tribe, particularly the eldews, helped to shape the young

people. The children learned the practical tasks common.to.their sex. The girls
learned to weave, to design and make clothes, to, prepare and cook food, td keep

house, to care for the sick,'and to master all the other duties of a wife and .
mother. The boys lecarned to make tools, to build houses, to hunt and fish, and .
to survive in the wilderness. They learned by observgng their elders, by testing

their knowledge in play, by working alongside adults, and by taking theip place 0
in the society. They also came to understand the structure of their society and ”
“their role within it, and the relationship of the individual to,the group and ..
vice versa. Much of this they learned through attendance at the various o
ceremonies, by hearing ove: and oyer again the songs and stories passed down from
generation to generation, by lispening to the speeches of the elders whose years

had brought wisdom, and by participating in games ‘which have always been the : |
great teachers of the head, the heart, and the body. /.

Spiritual and moral values were absorbed through myths which illustrated vividly /.
for the children those actions which would bring honour and those which would

bring dishonour. Children who misbehaved were not disciplined by corporal
_punishment for it was felt that doing violence to children did, not help them to
Tearn self-control; rather, a look, a gesture or a word were used to indicate
displeasure. Puberty rites differed from tribe to tribe, but generally their

purpose was to give the young people the opportunity to show that they had !
achieved both knowledge and self-control and were worthy to be counted ds adults;

and in some tribes this was the occasion when the roung people heightened their:
degree of spirituality by undergoing a particular experience. :

The children's days wewre busy. From an early age they would have light chores to
do. Later the boys would accompany their fathers on hunting or fishing trips
 while the.girls assisted their mothers in the collection of rooys and berries and ’
.the preparation of food, both for immediate consumption and for the winter
months. There was time for play with their peers as well as the chance to attend -
adult gatherings. Children were a part of the total group, not an appendage of
.-it, and-the concept of schooling with its separation of children from adults and
with its emphasis on time and attendance was foreign to them,

_,/'/
The preceding excerpt from The Forces Which Shaped Them, by Mary Ashworth, is
reprinted with the permic~ion of New Star Books. /

/

/

7
,//

>
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Thomas, Audrey. Canadian Adult Basic Literacy Resource Kit. Toronto: Movement
~ for Canadian Literacy, 1980.

Thomas Audrey. Adult I11iteracy -~ A Cha11enge. Ottawa: Canadian Commission
for UNESCO, 1983.

Van Allen, Roach and Allen, Claryce. Language Experience in Readinf. New York:
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INSTRUCTIONAL RESOURCES

Aduit Basic Literacy Curriculum and Resource Guide. Victoria, B.C.: Ministry of
Education, 1980. : :

This is a useful resource for the teacher. It lists math skills, teaching idéas,
and material resources. ‘ L ' .

Adult Life Skills Training Program. Toronto, Ontario: E.S.L. Core Grou. n.d.

A Guideline Curriculum for Adult Basic Education. Vancouver: “ancouver Community
College, 1976.

This includes an introduction for the instructor on approaches to teaching
literacy skills. The bulk of the book is comprised of worksheets thut cover
word attack (phonic), spelling and writing skills at a beginning,
jntermediate, and advanced level. These workbooks are meant to be
photocopied. This is an excellent resource, but is not a complete and
systematic phonics approach.

Baratta-Lorton, Mary. Mathematics Their Ndy. Toronto: Addison-Wesle. 1976.

A book of "hands-on" activities designed for use in the primary arc s,
Activities could be adapted for use with adults who have very mint... skills
and need a reaffirmation of concrete to abstract thinking.

Baratta;Lorton, Mary. Mathematics: A Way of Thinkihg. Toronto:
Addison-Wesley, 1977. A

A book of mathematical activities designed for the intermediate level.

Bryant, Neriss& Bell and Hedgepath, Loy. Mathematics in Daily Living. Austin; -
o Texass - -Steck-Vaughn- €o.-n.d. ' e

This is available through Educational Resources Ltd. in Canada. There ar
three books in this series. Books 1 and 2 are recommended for adults at
beginning and .intermediate literacy levels.

‘Chapman, Byron E.; Copeman, Kent L.; Schulz, Lois; and Schulz, Catherine. The
Mott Basic Language Skills Program. 1980. Available through Allied
Educational Press, P.0. Box /8, Gallen, Michigan, 49113.

This is a very complete series geared to the adult. Mott 300A, 30CB, and 160
are recommended as they are not as American in content. Mott 300A and 3008
are a series, in which 300A covers phonic skills up to long vowels, and 3008
begins with long vowels and goes on. Mott 160 is a condensed book that goes
more quickly through -the same skills covered in 300A and 300B.
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English as a Second Language for Adults: English for Work. Victoria: Open
Tearning Institute, Ministry of Education, Province of 8.C., 1982,

Enns, Molly. ABE Mathematics 2 Workbook. Victoria, B.C.: Ministry of
Education, 1983.

‘This book is available from Publication Services Branch, Ministry of
Educat:on, Parliament Buildings, Victoria, B.C. V9A 4Vl., This book is part
of a package containing the Workbook, an Instructor's Guide and Test Answer
Key, and a Student Test Pad.” For math beginners, the Workbook covers counting
Sk111s through fractions, decimals, ani banking skills. A Tevel 2 reading
ability is maintained throughout. This can be used for a semi-individualized
mat? program.. The ABE Mathematics 3 package also is available from the
Ministry.

Family Studies Resource Book, Home Economics. School District No. '35 (Langley)
Secondary Curriculum Pro-D. December 1980. '

" Gordon, T. Teacher Effectiveness Training. New York, N.Y.: David McKay Company
Inc., 1975. *

Gregory, C.E. The Manaagment of Intelligence: Scientific Problem S01vj g and
Creativity. N.Y.: McGraw-H1il, 196/. ' '

Himsl, R., et al. Life Skills: A Course in Abp11ed Problem Solving. Prince
Mbert Saskatchewan: Saskatchewan Newstart, 19/2.

Hodges, John C. and Whitten, Mary E. Harbrace College Handbook. Harcourt Brace
Jovanovich, 1977,

| This is a good reference for the instructor. It covers the elements of
structural analysis as well as paper-writing, bibliographies, etc.

Hodnett, E. The Art of Problem Solving: How to Improve Your Methods. -New.York:.....

Harper and <ow, 1999, ,

Huxley, L.A. You Are Not the Target New York: Farrar-Strauss, 1963.

Kleinmuntz, B. (ed.) Problem Solving: Research, Method and Theory. Wiley,
1966.

Life Skills Series | .

- Readings in Life Skills :
- The Dynamics of Life SKills Coaching L L
- The ProbTems and Needed Life Skil1ls of Adolescents

Training Research and Development Station. Prince A1bert, Saskatchewan:
Department of Manpower and Immigration, 1972.

Maier, N.R.i. r,0blem Solving and Creativity in Individuals and Groups.
Brooks/Cole, 1970, h
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Neimiroff, Stanley A.; Rovinescu, Olivia M.; and Ruggles, Clifton B. Words on
Work. T.ronto, ntario' G1obe/Modern Curriculum Press, 1981

Osborne, A.F. App]ied Imagination. New York: Charles Scribner s Sons, 1963.

Potter, Jones Clavk. Learhing to Compute (Books 1 and 2). N.Y.: Harcourt,
Brace; and World, 19067/.

‘Available in Canada through Academic Press Ltd., this book has math drills
that provide good pract1ce material, but it is not a comprehensive
curricu1um. o . .0

.Rak, Elsie T.. The Spell of Words. Educators Publishing Service, Inc., 1970.
(Available through Educational Resources Ltd.)

This is a good spelling book, but does assume reading skills at the "not bad"
level as each chapter covers some spelling "theory".

Rak, Elsie T. Spellbound - Phonic Reading and Spelling. 'Educators ‘Publishing
Service, Inc,, 1977.  (Available through Educational Resources Ltd.)

This is a very basic speller, approached from a phonics point of view.

Savage, K. Lynn; How, Mamie; and Yeung, Ellen. English that Yorks. (1 and 2).
Glenview, I11inois: Scott, Foresman; and Company, 1980.-

The New Streamlined English Series. /Laubach. Frank C.; Kirk, Elizabeth Mooney;
and Laubach, Robert 5. New Reader's Press, 1982. (Available through
Educational Resources Ltd.) :

This is a very complete program using the phonics approach. There are five
i workbooks in the series. The content is American,.but adaptations can be
; made.. ‘

Trebble, Maggie and Wallace, bavid. English Language and Basic Literacy Training

in a Trade Union and Work-related Format. Vancouver: Capilano College, 1Y8l.

Unda, Jean; Tobias, Kathleen Jo; and Bell, Sheila. Juan Manuel Looks for a Job.
Toronto, Ontario: Adult Services Urit, The St. Christopher House, 19/9.
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CLASSROOM RESOURCES

Series and Kits o -

o Adult Literacy Laboratory

The following series are part of a total adult 1iteracy program designed
~originally by the Anchorage Community College for use primarily with native
people. All Adult Literacy Laboratory materials are available from the Northern
Institute. (Prices quoted are in U.S. funds.) The series includes the following
assessment materials, reading materials at a variety of reaeding levels, craft
books, and math materi&]s. ' .

1. Assessment Materials

Reading Placement Test-Student and Teacher editions, 1974, 8 pages each.

The student DoOk consists of €ight passages, covering reading levels 1-8.

The teacher edition repeats student passages, and includes tips for giving the
" test. {$1.00 each) . :

Informal ReadingTInventory-Student and Teacher editions, 1978, 21 pages each.
The test covers Tevels 1-9. Each level consists of two reading passages based
on project materials. Comprehension questions are included with each
passage. ~Answers to comprehension questions are in the teacher's edition.
$1.50 each.

Math, Where Are You? by Gretchen Bersch, 1979, Written at three levels to
help determine the area of math in which an adult needs help.

Level A: +, -, simple x and -, some consumer.
Level B: +, -, X, -, decimals, fractions, consumer.

Level C:* %, proportion, positive and negative numbers, algebra and = =~

geometry.
2. Beginning Reading. (Reading level: Grades 2 to 5)

The Jones Family Series: o

Book 1 - The Jones Family, 1975, 53 pages.

Book 2 - How We Live, 1975, 74 pages.

Book 3 - The Seasons, 1975, 146 pages.

Book 4 - Tn the Village, 1972, 25 pages.

Book 5 - ATong the River, 1975, by Anecia Breiby, 34 pages..

This series for the new adult reader is written around village life, uses a
controlled vocabulary, and includes reading and basic grammar activities. The
first three books are reader/workbonks with teacher's editions available.
Books four and five provide supplementary reading. ($15.00 for the set)
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3.

Short Stories, Bethel Region, 1976, 44 pages.

Short Stories, Tanana Chiefs Region, 1976, 42 pages.

Short Stories, Southeastern Region, 1978, 25 pages.

Word B1ngo - word’ game.based on vocabulary from The Jones Family Series

The above booklets, written in ABE teacher workshops, are based on "The Jones
Fam11y vocabu]ary ($1.50 each)

The Spooky Story Series:

Book 1 - Spooky Stories, 1975, by Anna Mae Osip, 46 pages.

Book 2 - More Spooky Stories, 1975, by Anna Mae Osip. 34 pages.

Book 3 - The Big Red Eye and Other Stories, 1975, by John Angaiak
et al., 46 pages.

Book 4 - The Hollow and Other Stories. 1975, by Anecia Brieby,
‘Mildred Jacobsson and Anna*Mae Osip, 44 pages.

Book 5 - Spooky Stories, Teacher's Edition.

The above stories were collected from different parts of Alaska, written at a
third grade level. They are available at a cost of $10.00 for the set, or
$3.00 each. Reading activities are included in books one, two and three;
book four provides supplementary reading; book five is a combined teacher's
edition covering the first three books.

Supplementary Reading. (Reading level: Grades 1 to 6) : 0

A Man Named Tununak. (1975) by John Angaiak, 12 pages. Legend describing
how the Yupik Eskimo village of Tunanak got its name. (Gr. 1 level). $4.00

Koyukon River Stories. (1975) 45 pages. Collection of Athabascan stories
from Huslia, AlTaska. Told by Chief Henry, adapted by Sara M1nton. (Gr. 2- 3)

Writing Contest Stories. (1975) 29 pages, prepared by Anec1a Breiby. Short
stories from the Yupik Eskimo area. (Gr, 3). $3.50

Tales of the Bear. (1975) 45 pages. 1Ingalik Athaoascan stories from Anvik |
ATaska, from stories collected by Dr. John W. Chapman, an  Episcopal
missionary, adapted by Kathleen Lynch. {Gr. 3-4). $3.50
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Yésterday,\deay anthomorrdw.} (1975) by John Angaiak, 12 pages. Poetry.
TGr. 3-4) 33.50 -

Toksook Tales. (1974) told by Toksook ABE class, adapted and illustrated by
Marsha MiTlion. 29 pages. Collection of Yupik Eskimo stories.-(Gr. 5)
$3.50 .

Legend of Sleeping Lady. (1976) by Mildred Jacobsson, 21 pages. Legend of
Mt. Susitna, Cook Inlet. (Gr. 5)° $3 50

Kutchin Tales. (1973) 66_pages. Kutchin Athabascan stories from the Fort
Yukon area. (Gr. 5-6) $4.00 ‘

The Long Day. (1978) by anecia Breiby, 91 pages. fhe story details
adventures 1n the life of the Jones Family, including description of a
moosehunt. (Gr. 6) $5 00

4. Craft Books:

Written in simple English and illustrated, these pocket books give a
step-by-step approach to the following crafts:

Aleut Basket Weaving, (1974) Kathleen Lynch, 2 pages. $2.00
Beaver Trapping, (1974) Charles Wulf, 30 pages. $2.00
TuiTding a Dogsied, (1974) Marsha Million, 57 pages. $2.00
Building a Lo CaBin, (1976) Kathleen Lynch, 43 pages. $2.50
shwheels and How to Build Them, (1978) Kathleen Lynch, 45 pages. $4.50 -
Making a Fishnet, (1977) WiTdred Jacobsson, 42 pages. $2.00 :
aking Snowshoes, (1974) Kathleen Lynch, 47 pages. $2.00

Tanning Moosehide, (1974) Anna Mae Osip, 36 pages. $2.00 .
Ways to a'Clean and Happy Home, (1974) $2.50

Add1t1on. (1975) by Gretchen Bersch, 162 pages. Reads at a 1.5 grade_reading
" ieve1 Activity orientated. Contro11ed vocabulary building on words éarned

in"Jones Family books 1-3. Includes addition, counting and add1ng~money,

place value work, and number patterns. $4.00 ? \ I

Addition - Teachers Edition, (1975) by Gretchen éersch, 20 pages. $6.5¢

/" Sybtraction. (1976) by Gretchen Bersch, 1972 pages. Reads at a 1.5 grade
reading Tevel. Controlled vocabulary. Includes subtraction with regfoup1ng,'
télling time, temperature (both F and C), calendar, linear measure (bpth
métr1c and inch/feet), subtracting money. Activity orientated. $6.0

~——e
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7}
Suhtraction - Teachers Edition, (1976) by Gretchen Bersch, 21 pages. $6.50

Puzz1ers (1973) by Gretchen Bersch, 29 pages. Supplement to
aaifio /subtract1on.

Mind Benders, (1974) by Gretchen Bersch, 24 pages and $1.50 each. Small
books with math puzzle problems on topics as follows:

[

I

#1. --Making Snowshoes and Tanning,Moosehide - Whole Numbers
#2 - Making Snowshoes and Tanning Moosehide - Fractions/Decimals

#3 - Beaver Trapplng BuiTding a Dogsted - Whole numbers, Fractions/ }
Vecimals. - . ' )
Nhere Did A11 My Money Go? (1977) by Gretchen Bersch,‘62 pages. This book = - 4

about banking describes how to open and maintain checking and savings
accounys, how to bank by mail, etc. Logw reading 1eve1 $4. 00

What's Metric? (1975) by Gretchen Bersch, 140 pages. ' This book about the
metric system is an activity-oriented approach for students working with
metrics for the firct time. Contains lessons about length, money, area and
Jolume, mass, temperature and conversions. $6.00 :

2]
Adu1t Readers Library. 15¢Looks, including Occult, Getting and Keeping a Job,

The Life and Times of A1berta Hunter. Agincourt, Ontario: Gage Publishing -
Ltd. ’ '

4

These 1nterest1ng books are written at a Grade 3.5 to 5 0 reading level. All
of the books are 64 pages long.

Dogrib LegendS‘ Collected and translated by Virginia Football., 6 Vo].,.p]us
a handbouk. Ava11ab1e from the Terr1tor1a1 Educational Media Centre.

- Peace Between the Tribes

- How a Fox Saved the Peopie ;
- The Raven's Lesson '
How the Fox Got his Crossed Leges

Woman and the Pups T

Tsequa and the Chief's Son

These illustrated books are between 19 and 53 pages and are written at a
Grade 4-5 level on the Fry scale. The legends were collected from various
sources in the Rae.area of the Northwest Territories. They were collected on
tape, transcribed, and then rewritten in simple language. They can thus be
used as models for the collection and transcription of local legends by
students. The stories are interesting and should have universal appeal. The
handbook provides suggested art, drama, music, social studies, science, and
writing activities for each legend.
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which could be adapted to local situations.’

This .series is wide-ranging and useful, and contains books at 3 beginning,
elementary, intermediate, and upper level.

Johnny Series, McDiarmid; J.A., eight vol. plus a handbook. Available from
the Territorial Education Media Centre.

- Johnny . \
- K Day with Johnny - _ ' L
- Johnny 1n School — .
- Johnny at the "Bay" - N\
- Johnny's Present -

Friday Nignt -~

Johnny Goes Hunting

Johnny Goes to Yellowknife
Handbook tor Johnny

These books are written at a Grade 2 level on the Fry Sca]e and are between
12 and 16 pages long. They are clearly designed for elementary children and
the main character, Johnny, is an Indian boy of 14. The stories are abeut
contemporary 1ife in-a native community in the north. Some, especially those
dealing with school, may be too juvenile in theme to be of much use with
adults, but other stor1es have enough adult characters and situatjons to be
effect1ve1y utilized, especia]]y for readers with only the most basic
literacy skills. L
Used with the Tend1 series, they provide an interesting cuntrast between
contemporary and tr ad1tiona1 native lifestyles. The handbook helps. to point
up these contrasts and.comments on other aspects of the stories. It also .
provides an excellent set of activities to g0 along with the stories, many of

e A or s At 2o
F R IR R

Moricetown Carrier Series.

Stories of the Mor1cetown Carrier Indians of Northwestern B.C. Naziel, Caval .
and Rhonda Naziel, eds. and More stories of ine Joricetown Carrier Ind1ans of
Northwestern B.C. Alfred, Patsy; Mitcheil, Ruby;and Mitchell, Brian, eds.

Avaialble from the Moricetown' Indian Band Council, Moricetown, B.C., at a
cost of $5.25 each. .
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These partially illustrated books of about 30 pages each are collections of
stories, memories, and information by and about the Carrier people of the
Moricetown area. They contain legends; information about food preservation,
hide tanning, and making moccasins and tribal crests; and historical accounts
of the changes that have come to the area. There is also a glossary of
Carrier words in the second volume '

Many of the stories reflect the realities of traditional and transitional
native culture and should contain information and stories of interest tn
native adult literacy students from other areas as well. In addition, the
books should provide incentive for students to collect and transcribe their
Tocal legends, information, and history.

Native Peoples of Canada Series. Cass, James. D.C. Heath Canada Ltd., 1983,

This series of four books, featuring Indian peoples from across Canada, is
good for research work since.the same topics are featured in each bock, i.e.,
clothing, shelter, work, food gathering, transportation; beliefs and dreams,
etc. MWritter at a Grade 4-5 level, the titles include

. Ekahotan, the Corn Grower

‘Mistatin, the Buftfaio Hunter

Ochechak, the Caribou Hunter

Oyai, the SaTmon Fisherman and Woodworker

Okanagan Indian Curriculum Project. Available from Theytus Books/Okanagan
Ind?an Curriculum Project. A 20% discount is offered to Indian bands and
organizations. .

These books and audio-visual materials were prepared primarily for use in
elementary classes in the Okanagan area. MNonetheless, they have considerable
applicability outside the Okanagan region and many adult students will find
the stories readable and ‘enjoyable. They are well-researched and offer
accurate glimpses into the traditional, transitional, and contemporary
Okanagan way of 1ife.
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Approximéfg

Grade Level Unit Theme Materials Price
K MY WORLD AND ME Teacher's Guide $4.00
The early life Teacher/Student Resource G.ide 4.00
experiences of the Slide Tape: "Name Giving"
Okanagan Indian Auggo Tape: "How Food Was
child. Gfven to the People"
: Audio Tape: "Salmon Song"
1 I HAVE A NAME Teacher's Guide 4.00
About the Okanaaan Teacher/Student Resource Guide 4.00
Indian Family. - Video: "Owl Woman and
Chipmunk"
Audio: "“Owl Song"
2 I WALK WITH MY Teacher's Guide 4.00
FAMILY Teacher/Student Resource Guide 4,00
The activities of Story Book: "Legend of Turtle" 4.00
an Okanagan Indian Slides: "Turtle Legend"
Community . Slide Tape: "Past and Present"
3 THE SEASONS IN OUR Teacher's Guide ' 4,00
LIVES Teacher/Student Resource Guide 4.00
The interactions Story Book: “Neekna and 4.00
between the Chemai" ‘
Okanagan Indian '
communities.
4 WE ARE THE PEOPLE Teacher's Guide 4.00
Early Okanagan Teacher/Student Resource Guide 4.00
Indian history. SLide Tape: "N'Nagsilt - The
Family"
5 WINDS OF CHANGE Teacher's Guide 4,00
The interaction Teacher/Student Resource Guide 4.00
between the Story Book: "Enwhisteetkwa" 5.95
Okanagan Indians
and the early
settlers.
6 OUR WORLD IS Teacher's Guide 4.00
SACRED Teacher/Student Resource Guide 4.00
The Indian concept Video: "The Land is the
of the sacredness Culture"
of land.
OKANAGAN KINSHIP CHART 1.25

This chart compares .the
structure of the Okanagan
extended family with that of

the non-Indian nuclear family. |
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o Sun, Moon and Owl. Clark, Karen J. 3 vol. plus Teacher's Guide and Reading
TkiTTs Worksheets. Available from Lesson Aids Services at a cost of $9.80.

These illustrated books are written at a Grade 3:level on the Fry Scale and
are between 12 and 20 pages long. This set of books is designed for
e}ementary children, and some aditlts might be discouraged by the fact that the
main characters are children. Nonetheless, the themes (not having enough
money to pay for C.0.D., school clothes, community Qances, elders sharing
wisdom and legends) are realistic and enough adult ¢haracters are present to
make the materials appealing to most adults. In addition, this ser’es has a
number of qualities to recommend it: the stories (There are between seven and
twelve in each book) are extremtiy well written for|a low reading level; the
illustrations are terrific and rv 11y capture the sense of northern native
communities (these stories are about the Tahltan peodple in the Telegraph Creek
area); the stories reflect a respect and warmth for -the culture and people of
this area that is quite compelling; the teacher's manual provides a list of
vocabulary by letter and an excellent set of values questions for discussion
and activities; and, the reading skills workbook contains usable activities in
the area of comprehension, phonics, and word-attack skills.

o Tendi Series. McDiarmid, J.A. eight vol. plus a handbook. Available: from the
Territorial Lduration Media Centre.

Tendi's Mossbag

Tendi' s Snowshoes

Tend1 Goes Hunting

Tendi’s Blanket

- Tendi Gbes‘Tr;Eping and Fishing
- Tendi's Canoe

- Tendi Goes Beaver Snaring

- fTendd

- Handbook for Tendi

These illustrated books are written at a Grade 2 level on the Fry scale, and
are between 8 and 31 pages long. Like the Johnny Series, this series is

~ written for elementary children. However, whereas Johnny is a contemporary
Indian, Tendi is a young Indian man in pre-contact times. Though the language
and organization of the book is again very simple, the subject matter and
situations may have more applicability to native adults than the Johnny
series, as they provide fasc1nat1ng glimpses into the traditional cuTture of
native people of the north.

The handbook provides a summary of the stories, a list of verbs used, and a
selection of activities, many of which are aimed at elementary children. An

- appendix contains an 1ntroduct1on to the structure and sounds of the Dogrib
1anguage.

t
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o Tales of Tache. Stuart-Trembleur Indian Band. 6 vol. plus a workbook.

Avaitable from Parent Teacher Association, Fort St. James, B.C., at a cost of
$15.00.

| Samples from these books tested at hetween Grade 1 and 5 on the Fry Scale.
The books are partially illustrated and are between 46 and 97 pages long.

These books are designea for children in the Tache area, but most of the
material, collected primarily from local elders, is interesting and
appropriate enough to be used successfully with adults. Each book has several
stories that deal with various aspects of native culture such as ice fishing,
food preparation, history, trapping, animal skinning, and customs, but there
are also stories .'at introduce such issues as residential schoo]s, housing,

- and values. Most :f the stories are contemporary and many involve a d1a1ogue

between an elder and a younger person.

Apparently, many of the stories were first collected in the Carrier 1anguage
and translated into English, and some accounts are written in verse form.
Generally, the books are quite useful as they deal with native themes
generalizable to most B.C. Indian groups. They also can provide an example of
how to collect and write local stories and information. There is quite a
strong Catholic bias in the religious sections contained in each book.

The work book has comprehension exercises for most of the stories contained in
the readers.

Nestum Asa. Gooderham, Kent. A kit containing books, pictures, documentary
materials, outline maps of Canada, and a teacher's manual. Available from the
Teacher's Press. The books.in this kit test at a Grade 6 1evel on the Fry
sca1e- the documentary material tests considerably higher.

. This kit provides, in relatively simple language, an overview of the native
groups of Canada in pre-contact times. The book, while brief, does give some
good background material, as do.the documents. The pictures orovide ‘some
interesting stimuli for discussion, but are too fragmentary to be
comprehensive. They could.pe SUpp1emented by Curtis photographs or 1gcal
materials compiled by Boaz and Teit.

On the negative side, the book js quite sketchy and totally omits the people
of the interior of B.C., skipping from the coast to the plains. There are
also occasional (though minor) inaccuracies.- For example, a list of the
native tribes of Canada is provided, which includes the intericr Salish
(questionable in itself) as well as the Shuswap, which is one of the Interior
Salish nations. The teacher's manual provides adequate suggestions for follow
up and discussion of each section.,

Supplemented, this kit could provide a satisfactory introduction to Canadian
native cultures for native adults.

- 328 -

332




0 The Days'of the Treaties. Gooderham, Kent. A kit containing a book,

pictures, documentary materials, and an outline map of Canada. Available from
the Teacher's Press. The book in this kit tests at a Grade 8 level on the Fry
. Scale; the documentary materials test considerably higher.

This kit is a follow up to Nestum Asa and studies the impact of Europeans on
native cultures. It handles this ditficult task quite effectively given the
brevity of the text. The photographs and illustrations included serve to
graphically illustrate the points made in the text.  The introduction of new
tcchnology, the fur trade, disease, and Christianity are touched on and,
largely through primary documents (some of which will be difficult to read by
most 1iteracy students), the student is shown how these historical factors led
to a deterioration of native culture and conditions.

For those students able to read at this level, The Days of the Treaties
provides a brief but excellent basis for the study of the efttects ot the
European invasion on Canadian native Indians. '




[

~ Novels

Buchan, Bryan. Copper Sunrise. Toronto: Scholastic, 1972,
_ / .
A fine, easily read book about the decimation of the Beothuk of Newfoundland.
Told from the perspective of a young white boy who befriends a Beothuk family
while his community is determined to wipe the natives out, it is a moving
story that poignantly points out the intolerance, m1sunderstand1ng, terror,
and horror of this genocidal chapter in Canadian history. Though written for

young readers, this book works well with adult readers who have lower reading
levels (Grade 4 and up).

Clutesi, George. Pot]atch.J“51dhey, B.C.: Gray's, 1969.

This is an effective account of the Nootka potlach that provides an accurate,
interesting, and detailed view of this critica] ceremony and its -social and
cultural '1gnif1cance.

Harris, Christie. Raven's Cry. Toronto: McClelland and Stewart, 1973.

Often considered a "children's classic," this book contains more insight into

the realities of European impact on the native culture and people of B.C. than

most books written at far more sophisticated levels. Written solely from the

Indian perspective, it offers a well-researched glimpse of the early

white-Haida interface, showing hoth the initial strength of the indigenous

people and how they were finally shattered by the combination of d1sease,
-missionaries, colonialism, and exp]oitation.

John, Ed. Dear Tommy, About Abor1gina1 Rights. Vancouver: United Native
Nations,, 1979.

Ed John, a native Indian lawyer from British Columbia, has written this book
as a letter to "Tommy", who wants to know more about Aboriginal Rights. The
book sets the historical perspective on the issue, includes a discussion of
treaties and the 1969 White Paper Policy, and presents a number of court
cases. It also outlines the positions of the B.C. government, the Federal
government, and the Indian organizations of B.C. This book, written at an
upper elementary reading level (with the exception of some 1ega1 vocabu]ary).
1s highly recommended as a resource for adu]ts.

Sharp, Edith Lambert. Nkwala. Toronto: McClelland and Stewart, 1974,

This is the meticu]ously researched story about a Spokan boy's spirit quest,
but along the way it very effectively provides detailed insight into the
culture of the Interior Salish. Though Nkwala is Spokan, the story is . set in
the southern Okanagan and the cultural aspects can be generalized to include -
other Inpterior or Salishan cultures. Although written for a younger audience,
this book has been used effectively with adult students.
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Speare, Jean L., ed. The Days of Augusta. Vancouver: Douglas & McIntyre, 1977.

This is a beautiful book that has a place in any native adult program both for
its content and as an example of language experience., It consists of the
reminiscences of Augusta Tappage, a Shuswap elder women, who relates her
experiences over the nearly 90 years of her life. Her stories reflect her
extraordinary inner strength and capture the beauty and lyricism of her
language. In fact, many of Augusta's stories are written in verse form,
emphasizing the poetic nature of her speech patterns. The text is accompanied
by many excellent black and white photographs.

Besides being an extraordinary piece of literature, Augusta's simple but
moving reminiscenses say much abut the culture, way of life, recent history,
beauty, and wisdom of native people. It can he used effectively with the
National Film Board film Augusta (106C 0175 178), a film portrait of Augusta.

Troendale, Yves. Journey to the Sun. Lantzville, B.C.: Oolichan Books, 1979.

A fascinating novel based on an Iroquois legend involving the pre-contact
culture of the Iroquois panple. The ~uthor pays strict attention to the life
of the Iroquois within tl2 context of the legend being told.

Troendale, Yves. Raven's Children. Lantzville, B.C.: Oclichan Books, 1979,

. An exciting adventure novel using pre-contact legends of the Vsimshian people
‘as the central theme and the traditional culture of the northwest coast people
as the fovue . ° the story. The author blends rich narrative with a strong
sensitivity *» .he value of legends to Indian people.

Drama

Peterson, Leonard. Almighty Voice. - Agincourt, Ont.: Book Society of Canada,
' 1974. ’ : :

"A portrayal of the incident that occurred in Saskatchewan near the turn of the,
century when a young Indian, forced to violence, evaded and then held off the
entire RCMP. - :

Watts, Reg. In Cold Blood. Vancouver: Watts Associates, 1974.

.This play, written for younger people but also appropriate for use with
adults, deals with a young Indian man's spiritual experiences. It is quite
“simple in terms of format and vocabulary and is therefore a good play for use

in an adult literacy classroom. '
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Poetry

. Allen, T.D., ed. Arrow's Four. New York: Pocket, 1977.

Excellent anthology of southwest U.S. Indian poetry written entirely by native
high school students. :

Bowering, Marilyn and Day, David, eds. Many Voices: An Anthology 6f Contemporary
Canadian Indian Poetry. Vancouver: Douglas & MEIntyre, 1977.

A-good, all-Canadian anthology. Many contribdtors are from B.C,

Niatum, Duane, ed. Carriers of the Dream Wheel. New York: Harpgr and Row, 1975.

Perhaps the best antho1ogy of contemporary native American poetry, this book
contains writing of extraordinary skill .and strength.

Niatum, Duane. Digging Out the Roots. New York: Harper and Row, 1977.

The author, a noted poet from Washington State and a member of the Klallam
tribe, does an intereting job of integrating personal experiences within the
dominant society into this Indian background. His style is at times clumsy,
yet, in his poems, he reveals a sense of personal integrity and a strong
belief in the Indian way of 1ife. A good supplement tg ary English program,
‘this book will help Indian students to put their feelings about the dominant
society within the conteéxt of the Indian identity.

Niatum, Duane. Songs for the Harvester of Dreams. Seattle: University
of Washington Press, 1980. » -

An excellent blend of traditional and contemporary poetry by one of the most
prolific Indian poets of North America. The author focusses on the poetry of
his people by writing about the relationship between Indian people and the
animal kingdom in the first porti~n of the wor¥, and then emphasizes
contemporary problems and strengtns of Indian people as they struggle to
regain their traditions.’ ' )

Oritz,.Simon. Going for the Rain. New York: Harper and Row, 1976.

A collection of introspective poems written by a well-known Indian poet from

the southwestern part of the United States. Oritz, through a simple but

effective style, organizes the poems from creation to death, reflecting his
“Yove for.his family, his people, and the land he lives in. .

Rosen, Ken, ed. Voices of the Rainbow. New York: Seaver Books, 1980.

Afother excallent anthology of contemporary native American poetry containiag
work by Leslie Marmon Silko, Gerald Vizenon, Carter Revavel, and others,
representing twenty tribal groups. __—
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s Short Stories and Legends

Anderson, La Vere. Sitting Bull: Great Sioux Chief. Champaign, I1linois:
Garrard Publishing Co., 1970.

H

Barker, Betty. Little Runner of the Long House. New York: Harper and Row,
1962.

A story of a young lroquois who wants to take part in the New Year's
celebration. Contains humor as well as information on Iroquois life and
customs. ' :

Baylor, Byrd. The Desert if Theirs.  (1975)

Desert VoiCes. (1981) - ‘ .
Everybody Needs a Rock. (1974) - .L . _
The Great Fish. " (1973) . - o

Hawk, T'm Your Brother. (1976)
The Uther"Way to Cisten. (1978) :
Your Own Secret PTace. (1979) . N

1

IMustrated by Peter Parnell. New York: Charles Scribner's Sons.

Byrd Baylor's beautiful books are highly recommended. Her lyrical stories are
filled with feeling. Although these books are called "children's books,"
aduits wild also enjoy them. They show Byrd Baylor's incredible sensitivity
to our natural environment. The text and the illustrations are beautiful
together. (Level 3-5). : . N

Baylor, Byrd. Coyote Cry. Illustrated by Symeon Shimin. New York: Lothrop, Lee
& Shepherd, 1972.

Prov1des new insights into man's re]at1onsh1p with the creatures that share
his world. (Level 3-4).

Baylor, Byrd. One Small Biue Bead. Illustrated by Symeon Shimin, RiVekside,'
N J.: MacMilTan Pub11Sh1ng, 1975. “

The story of "One small blue bead
A turquoise bead
No larger than
An apple seed"

A beautiful story of man's curiosity about the world beyond his campfire.
(Level 3-5).
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Bay1or, Byrd. Before You Came This Way. I11ustrated by Tom Bahtix\\yew York:
E.P. Dutton, 19/4, . \\

This book , 1nsp1red by -prehistoric Indian petrog]yphs, imagines what N fe may
“have been like at the time of the drawings. (Level 2-3).

i N\
Baylor, Byrd When Clay Sings. Illustrated by Tom Bahti. New York: Charles
Scribner's Sons, 19/¢. ‘ AN

This book is a reflection of the past 1nspired by prehistoric Indian poetry:\\\
(Leve1 3- 4) | | |

‘Baylor, Byrd. They Put on Masks. Illustrated by Jerry Ingram. New York:
Charles Scribner’s Sons, 19/4.

3

"The  Indians said "
a mask can change you . '
into the Spirit of Thunder -_
into ANYTHING.
You can be Mother of the Earth
the Maker of Stars,

~the Killer of Monsters -
ANYTHING. ' s
You can be the Spirit of
A11 Growing Things.
You can be
ANYTHING AT ALL.

This book discusses the use of masks in an origina1 and poetic way. (Leve]
3-4)., -

B.C. Arts Society & Indian Children of B.C., eds. Tales from the Longhouse by
Indian Children of B.C., Sidney, B.C.: Gray's, 1973.

Legends and stories as *.lated by children, reflecting their oral traditions
and background.

'Be1ting, Natalia. Whirlwind is a Ghost Dancing. I1lustrated by Leo and Diane
Dillon. New York: E.P. Dutton,-197d. ' B :

Natalia Belting took ideas from the rich imagery of North America Indian lore .
and wrote poetry to illustrate the thoughts and ideas. The result is-a
?eaut1fu11{ illustrated book of poetry that can be enjoyed by all ages.

Level 3-5




Bemmister, Margaret. Thirty Indian Legends of Canada. Vancouver: Douglas &
McIntyre, 1973. : .

A good collection of 1egends representing native cultures from across Canada.

Benchley, Nathaniel. Red Fox and His Canoe. New York: 'Harper;and Row, 1964.

‘Reading level 1-2. ‘About a young Indian boy who wants his own canoe, this
“story shows and tells about the construction of a caroe from a tree. Red Fox

_wants to go fishing, but is hampered by a number of an1ma1s who want to go
with him. Red Fox and the animals converse.

Benchley, Nathan1e1. Small Wolf. New York: Harper and Row, 1972.

A story of the contact between Manhattan Indians and the first white settlers,
it describes the way of 1ife before contact and the displacement of ‘an Indian
fam11y as the settlers <1read over Manhattan Isldnd. It provides a contrast
in style from books such 2, Little Chief. (Grades 1-2).

Bouchard & Kennedy, eds. Sﬁuswap Stories. Vancouver' Commcept, 1979,

A co11ect1on of authentic stories as they were. re1ated by Shuswap elders.
Though Shuswap, many are similar to other Interior Salish stories. The book
contains good illustrations of contributors and the Shuswap area. This book
has been used very effectively with native adult literacy students and can
prov1de students with incentive to collect local stor1es.

Clark, E.E. Indian Legends of Canada. Toronto: McClelland and Stewart, 1960.
The standard collectioh of Canadian Indian legends.

\fC1eaver, Elizabeth. The Mountain Goats of Temlaham. ‘(1969),n The Fire Stealer.
\\ (1979), How Summer Came to Canada. (1969), Toronto: Oxford University Press.
“t1izabeth Cleaver has retold and illustrated three traditional legends from °
the Tsimshian, the Ojibwa, and the Micmac. Her interesting collage work
provides different and very exciting illustrations. (Level 3-4).

~ Clutesi, George. Son of Raven,-Son of Deer. Sidney, B.C.: Gray's, 1967.

A great collection of West Coast tales with an introduction to the role of
oral "literature" in native cultures.
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Cowell, Vi. \Normie s Goose Hunt. Normie's Moose Hunt, 'Torontoz The Copp C1ark
Publishingjto ,‘1968 .

These two books, written and illustrated by Vi Cowell, are at the beginning
(Gr. 1) reading level: The language is simple, but the story does have
“interest for ylder readers. Just to see what is available now to beginning
readers - as opposed to what was available a number of yea -ag0 - this book
w111 give enco agement to adults who are beginning to re +(Level 1-2).

Daniels, Christine And Christiansen, Ron. Many Laws. Edmonton: Hurtig
Publishers, 1970.

[ 4

This book is a project of the Metis Association of Alberta and discusses the

conflict between the, traditional Indian laws and the laws of the Canadian .

society. Written at the Grade 4-5 level, it 15 a good book for stimulating
discussion. ' , , :

Do1ch Edward W., and Dolgh, Marguerite P., Wigwam Stories. Lodge Stories. Navaho
Stor1es Pueb1o Stories\ Teepee Stories. Champaign, lil1.: Garrard Pub]ishing
'o., 1956.

These books, at a Grade 1\2 1ev.1, are written using the Dolch 220 Basic Sight
Words as a core. The Doldh 220 are the most commonly used words in basic
reading material for children. The stories in these books are based on Indian
legends from many different, tribal groups (e.g., Oaibway, Iroquois, Seneca,
Algonquin, etc.) '

Friskey, Margaret. Indian Two Feet and His Horse. (1959), Indian Two Feet and
His Eagle Feather. (196/), Indian iwo Feet and the No1f Cubs. (1971), Chicago:

Children’s Press Inc.

These stories have an element bf humor and are geared to young readers.
Adults who are just developing\fluency could develop basic reading skills by
- working through these books.

Gooderham, Kent. I Am An Indian. Toronto: J.M. Dent and‘Sgns, 1969.

A fair collection of 1e§énds, staries, and contemporary writings from across
Canada, this book is used as a public school text.

I3 ¢

Gridley, Marion E., Pontiac. New York: G.P. Putnam's Sons, 1970.

This biography of Pontiac, a chief \of the'OttaQa'Ind1ans describes -the coming
of the white men, the un1f1cation of many tribes under Pont1ac, the wars with

the British, and Pontiac's death at|the hands of another Indian. (Level

2 3).




=™

Hoff, Syd. Little Chief. New York: Harper and Row, 1961.

Truly fiction! The reading level of this story 1s Grade 1-2. It tells about
~a young Indian boy meeting the children of early settlers. Very unrealistic.
- Could provide a point for discussion -- the perspective primary school

children are getting from publishers.

- Jenness, Diamond. The Corn Goddess & Other Tales. Ottawa: Information Canada,
1973. :

A widely available collection of legends and stories*‘gk; across Canada.

Kinsella, W.P. Dance Me Outside. Otpawa: Oberon, 1977.

‘Though not written by an Indian, this book (along with his other two books,
Scars and Born Indian) presents Indian realities with rare perception and
sensitivity. As a bonus, they're extre&s]y well-crafted stories that are
immensely entertaining and easily read. “Because of the adult, realistic
situations and characters and the fact that these -books are written in
dialect, they have a special place in native aduit programs. While they are
good books for stimulating discussion, they will be d1ff1cu1t to read for
beginning students.

Meadowcroft, Enid LaMonte Crazy Horse. . Champaign, I11.: Garrard Pub]ishiﬁg
Co., 1965. ’ ‘ '

These biographies of well-known Indian people are written at the Grade 3
level but are of 1nterest to adults s1nce they provide historical
1nformat1on .

M11es, Miska. Annie and the 01d One. Illustrated by Peter Parnell. Waltham,
. Mass.: Little, Brown and Co., in. association with the Atlantic Monthly Press,
1971.. '

The circle of life and death is discussed very sensitively in thic story of a’

young Navajo girl's struggle to accept the immirence of her grandmother's
death. Beautifully written and illustrated, this book could be read by
- everyone. (Level 3-5).

Patterson, Lillie. Sequbyah The Cherokee Who Captured Words. Champéign, 1.
Garrard Publishing Co., 1975. p

- \ Scott, Rosalia. From First Moon to End of Year. Vancouver: Guinness'PUBlishing
: Ltd. , 1977. ‘ ‘ '

| Of interest to all ages, this is.a story of the year in the life of the

\ Lillooet people and describes activities engaged in throughout the year.

'X ‘Special emphasis is placed on food gathering and preserving. (Reading level
i 3'4). -
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Stuart, Gene S. Three Little Indians. ‘Washington, D.C.: National Geographic
Society, 1974. o

This bock provides information that enablez the student to compare and
contrast the traditional societies of three different North American Indian
tribes: The Cheyenne, the Creek, and the Nootka. (Levg]‘3).

\

Unreviewed Material \\‘ 5

The following materials have been identified as potentially useful in native
a¢u1t literacy c1assrooms\but have not been personally reviewed by the authors.

o Assiniboine Legends .
Tree Legends (Books 1 and 2)
Pene Legends |
John Goes Hunttng (A Chipewyan story and language lessons.)

These are available from the

Saskatchewan Indian Cultural-College
P.0. Box 1420 : .

Moose Jaw, Sdskatchewan =, ) _
S6H 4R4 .

o The Indian Reading Series: Stories and Legends of the Northwest

Book 1 - Coyote and the Stars

Book 2 - How WiTd Horses Were Captured
. Book 3 - 3chool

Book 4 - PhiTens and Buttons
. Book 5 - Tnsects off to War

Book 6 -~ Why Bluejay Hops

Book 7 - Tndian Festival

Book 8 - Helpers
" Book 9 - Far Out, a Rodeo Horse

Book 10 - TaTes of Coyote and Other Legends
Book 12 - Thipmunk Meets 0Td Witch [AT-AT-A'tia)

Book 13 - My Name 1s Po ' _ ' .
Book 14 - Janta Claus comes to the Reservation ' '

Book 15 - How Cottontail Lost his Fingers
. Book 16 - Friends

Book 17 - How Daylight Came to Be
Book 18 - A Little goy's Big Moment
Book 19 - Skunk

Book 20 - Raven Helps the Indians
Birds and People; a Crow story. Field test version.

Teacher's Manual -
Cassette; "Little songs and Indian dancing"
Activity cards




\
\

\

The preceding materials are available from the

Nor thwest Regional Educational Laboratory
300 S.W. 6th Avenue h :
Portland, Oregon 97204 Telephone: (503) 248-6800

o Social Studies

Akaitcho, Chipewyan Chief

The Caribou-taters

The First Kicker

Fort Fitzgerald to Fort Resolution in 1908
Getting Lime

Grandman W.th Her Birch Basket
I11ness and tpidemics

[ife In the Bush '

One Long. Hinter

Tanning a Moosehide

Treaty Lays

Treaty T1aiks

Working tor Wages

Available from %he Territorial Education Media Centre.

o Whale Cove, N.W.T.

Faces. (written and illustrated by Nick Sikkuark).
Hard 7imes - Good Times. (by Nick Sikkuark).

More Stories. (by Nick Sikkuark).- '

Book of Things You Will Never See. (by Nick Sikkuark).

Available from the Territorial Education Media Centre.

The following student booklets and teacher's manuals were produced by the Native
North American Studies Institute, Manitou College, and are available from
Thunderbird Press. '

- 0 Student Booklets

A1l About Me

K Book About Me and My World
Changes

Dot to Dot

Fun with Pictures

T Read Pictures

TIndian Wonder

Tnuit Legends

dumeone 15 Going Hunting
We Like to Play
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The Bush Camp

The Goose Camp :
Leader -~ Fort George
The PoTar Bear and the Leming
The Dall Players

The WalXking Ceremony

ABC Coloring Book
Frierds of the Forest
Track Me Down '

o Teacher's Manuals

Social Studies (Grades 1, 2, 3, 4, 5, 6, 7)

Dot to Dot (General primary)

Experience Stories (Grade 1)

Legends from Primary Grades '

Tndian Songs and Stories (Grades 1-4)

Indian Wonder (Grade & Literature)

Tndian Ponder (Grade 5 Literature; suggestions for games)

Animal Coloring Book  (Grade 1)

ATT About Me

Joy Book '

People and Things I Need (A book about me and my world).

T Read Pictures (Introduction to Erglish as a second 1anguage for primary

~ aged childvren.) '

, When the Sun was Young.

The following are available from Le<sca Aids Service.

The Helping Hand

THow Canadian Indians helped Alexander MacKenzie reach the
Pacific Ocean) .

Indian Foods

Shuswap Myths

Stories About the Shuswap Indians

To PotTatch or Not to Potlatch




PUBLISHERS AND DISTRIBUTORS

Akwesasne Notes
Mohawk Nation
Rooseve1town, N.Y. 13683

Alberta Native Communications Society

9311 60th Averue
Edmonton, Alberta. T6E 0C2

Assembly of First Nations
5th Floor

Capital Square Building
222 Queen Street

Ottawa, Ontario. K1T 5V9

B

Book Society of Canada

4386 Sheppard Avenue East
P.0. Box 200

Agincourt, Ontario. M1S 3B6

Bortnick Film Productions
626 Kingston Crescent
Winnipeg, Manitoba.

British. Columbia Provincial Museum
675 Belleville Street
Victoria, B.C.

Burns & MacEachern Ltd.
Distributors for Oberon Press
62 Railside Road .

Don Mills, Ontario. M3A 1A6

C

Canadian Dimensions Press
801 - 44 Princess Street
Winnipeg, Manitoba. R3B 1KZ

Commcept Publishing. Ltd.
524-470 Granville Street
Vancouver, B.C. V6C 1V5

Tel: (604). 688-9838

D
Department of Indian and Inuit Affairs
 ¢/o Regional Information Office
P.0. Rox 60061

700 West Georgia Street
Vancouver, B.C. V7Y 1Cl

Doubleday of Canada
106 Bond Street
Toronto, Ontario. M5B 1Y3

. Douglas & McIntyre Ltd.,
1615 Venables Street
vancouver, B.C. V5L 2H.

G

Gage Publishing Ltd.

164 Commander Blvd.
Agincourt, Ontario. M1S 3C7
Tel: 293-8141 :

Gray's PubTHshing Ltd.
P.0. Box 2160
Sidney, B.C. V8L 356

H
Harbour Publishing
Made1ra Park, B C VON 2HO

darper and Row
10 E. 53rd Street

\ New York, N.Y. 10022

\. Health and Welfare Canada

\. Pacific Region

\Ath Floor, 814 Richards Street
a\souver, B.C. V6A 3A9

Ho1t “Rinehart and Winston

55 Hornér Avenue

Toronto, Ongario. MBZ 4X6
AN

Hurtig Pub1isﬁék§

10560 105th Street.
Edmonton, Alberta. T5H 2W7
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I

Indian Association of
11710 Kingsway Avenue
Edmonton, Alberta. T

Indiana University
Audio-Visual Centre
Bloomington, Indiana.

Institute for the Development of

Indian Government
154 8th Street East
Prince Albert, Sask.

J

Janus Book Publishers
3541 Investment Blvd.
Hayward, Calif. 94545

L

Lesson Aids Services
B.C. Teachers' Federa
105 - 2235 Burrard S%
Vancouver, B.C. V5J 3
Tel: 731-8121

M
Macmillan of Canada L
70 B »d Street
Toronto, 0ntar1o. MSB
McClelland & Stewart
25 Hollinger Road
Toronto, Ontario. M4B

N

Nétiona\ Film Board of Canada

B.C. Regional Office
1161 W. Georgia Stree
Vancouver, B.C. V6E 3
Tel: (604) 666-1716

National Film Board o
545 Quebec Street
Prince George, B.C.

Alberta
5G OX5

47401

S6V 5T2

tion
‘reet
HI

td.
1X3

Ltd.
3Ge

t
G4

f Canada

V2L 1W6
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National Film Board of Canada
311 Wharf Street

Victoria, B.C. " V3W 1T2

Tel: (604) 388-3868

National Indian Brotherhood
102 Bank Street
Ottawa, Ontario. KI1P 5N3

Native American Public Broadcasting

Consortium
P.0. Box 83111
Lincoln, Nebraska. 6850}

Native Communications Group
118 Arundel Avenue
Toronto, Ontario. MAK 3A4

Native Education Services Associates
1955 West Broadway
Vancouver, B.C. V6J 1Z3

Navajo Community College Press
c/o Navajo Community College
Tsaile, Arizona.

New Star Books
2504 ork Avenue
Vancouver, B.C. V6K 1E3

Nerth American Indian Films
Suite 201-117 Nepean Street
Ottawa, Ontario.

Northern Institute, The
150 West International Airport Rd.
Anchorage, Alaska. 99502

Tel: (907) 563- 3174

.
Oberon Press

555 Maple Lane

Ottawa, Ontario. KIM ON?

Okenagan Indian Curriculum Project

110-304 Martin Street
Penticton, B.C. V2A 5K4
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Ontaric Educational Communications
Authority

Canada Square

2180 Yonge Street

Toronto, Ontario. M4S 2C1

Oolichah Books
P.0. Box 10
Lantzville, B.C.

p

Parent Teacher Association
P.0. Bag 60

Ft. St. James, B.C. VOJ 1PO
Tel: 648-3666

S

Supply and Services
Government of Canada

c/o Renouf Books

522 West Hastings Street
Vancuuver, B.C. V6B 1L6

I

Talon Books
201-1019 Cordova Street East
Vancouver, B.C. V6A iM8

Teachers' Press
209 Pretoria Avenue
Ottawa, Ontario K1S 1X1

Territorial Education Media Centre
Department of Education
Government of N.W.T.

Yellowknife, N.W.T. XI1A 2L9

Thunderbird Press
P.0. Box 129
Lamnacaza, (uebec )

"Tillacum Library

P.0. Box 3868 MPO
Vancouver, B.C. V6B 373

U

Union of B.C. Indian Chiefs .
440 West Hastings Street
Vancouver, B.C. V6B 1L1

University Associates

8517 Production Avenue

P.0. Box 26240

San Diego, California. 92126

University and College P]acement '

Association
43 £glinton Avenue East
Toronto, Ontario. Map 1A2

‘,\ .
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